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 ii Leading Toward a Growth Mindset in an Educational Climate of Accountability 
Abstract 
The public narrative of educational accountability is a key driver for school 
improvement. This narrative inquiry explores a school reform process that balances 
the public narrative with the school leader’s ontological narrative of upholding the 
moral purpose of education through a conceptual narrative featuring the growth 
mindset. A Queensland school leader’s reflective journal was analysed through the 
lens of reflexivity, to identify the generative moments for a leader when leading for 
school improvement. The findings identify the hidden emotional labour of leadership 
and argue that Leadership for Learning principles can be enhanced through 
reflexivity. This study has relevance for understanding how participative approaches 
to school leadership may influence school improvement programs. 
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Chapter 1: The Unsettling: Narratives of 
Identity 
1.1 INTRODUCTION 
The purpose of this study was to identify and explore a leader’s dilemmas and 
moments of growth in leading whole school change toward a “growth mindset” 
(Dweck, 2012, p. 15) when this change was occurring within a climate of 
accountability demanding immediate improvements in student learning. This study is 
a narrative inquiry into my leadership practices as a school principal, as I was 
critically reflective as both inquirer and respondent (Michie, 2013). My meaning 
making was the data source (Clandinin, Pushor, & Orr, 2007) so this thesis is written 
in the first person. The first three sections of this chapter provide the background to 
this study, an introduction to the three types of narrative introduced in the study and 
the definitions used throughout the study. The final section outlines the remaining 
chapters of the thesis. 
1.2 BACKGROUND  
There has been a swift and significant shift in the expectations placed on 
schools and school leaders to be accountable for student learning internationally 
(Hammersley-Fletcher & Adnett, 2009; Paletta, 2012; Terosky, 2013), nationally 
(Smyth, 2006a, 2006b) and at a local level (Smeed, 2010). This has resulted in a 
greater emphasis for leaders to focus on student literacy and numeracy test 
performance as measured within the National Assessment Program — Literacy and 
Numeracy (NAPLAN) (Desimone, 2013; Ehren & Hatch, 2013; Eslinger, 2014). 
School leaders within the Queensland state school context, which is the context in 
which I was leading, are exhorted by system leaders to be at the forefront of 
instructional leadership practices to standardise teaching and focus on improved 
student performance (DETE, 2013a). Fenwick (2003) describes a ‘growing 
international movement to regularize teaching processes and teacher identities within 
a general preoccupation with professional standardization and accountability’ (p. 
335). Currently, school success is primarily measured by performance in 
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standardised tests. So, while the goals of the Melbourne Declaration (MCEETYA, 
2008, p. 7) are:  
• “Australian schooling promotes equity and excellence 
• All young Australians become: 
o successful learners 
o confident and creative individuals 
o active and informed citizens”, 
they have been interpreted as being addressed through a focus on school and system 
rankings extracted from national and international standardised test scores.  
This study of my leadership took place during the last term of the 2014 school 
year, from September to December. I was a principal of an inner Brisbane school 
with an enrolment of approximately 550 students. The school had a supportive 
community and strong academic results, and a belief in the importance of education. 
I was appointed principal of this school in 2008, having been principal and deputy 
principal for 12 years at three other schools. It was my task, as school principal, to 
lead my staff to meet the schooling system’s accountability demands. However, I 
was also driven to take a long-term view of what was vital for student, staff and 
community wellbeing. My long-term belief as a leader was that “that there are a 
variety of good lives, and not all of these lives are focused on the accumulation of 
wealth and status” (Grant, 2012, p. 915). I was experiencing a significant leadership 
dilemma as I felt the tensions between short-term and long-term definitions of 
student success, and so I began this study to reflect on my leadership in meeting the 
challenge of accountability in such a way that promoted and enabled teacher and 
student identity, agency and flourishing.  
1.3 THREE NARRATIVES: PUBLIC, ONTOLOGICAL AND 
CONCEPTUAL NARRATIVES 
Throughout this inquiry I refer to three types of narrative: public, ontological 
and conceptual, based on the work of Margaret Somers. Somers (1994) 
conceptualises the public narrative as the denotation of the priorities of the “cultural 
and institutional formations” (p. 619) that exist within a community. The public 
narrative is the dominant view of what is important and relevant to society. An 
ontological narrative is how an individual makes sense of their life. Somers (1994) 
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explains that ontological narratives are social, embedded in time and place, and serve 
to define an identity and exist as a precondition for knowing what to do in specific 
circumstances. The conceptual narrative represents the “concepts and explanations 
that we construct” (Somers, 1994, p. 620) to understand our identity, and therefore 
our behaviour, in relation to social factors and forces, such as exist in cultural and 
workplace interactions and expectations.  
In this inquiry I have conceptualised the public narrative as the one that is 
constructed around the notion of accountability, and in particular improved 
standardised test results. The ontological narrative I focus on relates to my 
understanding of the moral purpose of education, and my role as a school leader in 
upholding this purpose, whilst my conceptual narrative is the explanation for how the 
teachers of my school and I could exercise agency in the enactment of the moral 
purpose of education. 
1.3.1 The public narrative of performativity 
A contextual element for this study is the public narrative of demanding 
immediate improvements in measures of student performance. I noticed that the 
directives I was being given as a leader were often linked to economic reasons. 
Economic benefits are seen as the primary driver of education (Murphy, 2013; 
Smeed, 2010; Smyth, 2006a). In the state schooling system, in which I was a school 
leader, the foundational policy document for the time of this study was Queensland’s 
Great Teachers = Great Results document (DETE, 2013b). This policy document 
opens with a statement that “education is central to the economic prosperity of our 
state” (p. 1), reflecting a contemporary international trend that links increased wealth 
with higher levels of educational attainment (Hanushek & Woessmann, 2007; 
Walsemann, Gee, & Ro, 2013; Yorke & Knight, 2006). An OECD (2010) report into 
global development shows that income, health status, life expectancy and life 
satisfaction levels increase with more education. It is a pervasive view that education 
benefits both the individual and society.  
Economic rationalism has become a naturalised feature of not just Australian 
political structures and processes, but most developed nations (Sahlberg, 2010; 
Stiglitz, Sen, & Fitoussi, 2009). Typically western societies promote market 
economies as the foundation for prosperity (Giroux, 2013). This approach to seeking 
a return on investment has, particularly from the end of the 20th century, been applied 
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to education in Australia (Smeed, 2010). The result has been the establishment of a 
climate of increased accountability, as governments seek verification that taxpayer 
funds are being spent to ensure future employees are meeting specific standards of 
attainment (Jensen, Reichl, & Kemp, 2011). As these standards of attainment are 
limited to that which can be easily measured, I have observed, as a principal since 
2000, that the focus of schooling has shifted to those areas of the curriculum that can 
provide an easy snapshot of performance. These measures of educational 
performance have become the public narrative of a good education.  
An accountability focus on measuring student levels of achievement, through 
standardised testing, and comparing results both domestically and internationally has 
impacted on school leadership, teachers and pedagogical practices. Dinham (2013) 
notes that persistent claims of a failing system that needs to be fixed has led to lost 
self-confidence among educators after “years of such treatment” (p. 99). Educational 
leadership has become constrained by cultural, political and economic contexts 
(Thomas, 2008) as a result of a climate framed by increasing accountability. 
Teachers are blamed for student performance, as measured and reported, typically 
with reference to NAPLAN scores, where “standards are explicitly linked to student 
outcomes and teacher accountability” (Thomas, 2008, p. 327). Dinham (2013) 
identifies a “growing chorus of criticism of … teachers and school performance” 
where data  has been selected “to paint a grim picture of the problem and prescribe 
remedies” (p. 92), adding that the effect of “Australia’s increasing fixation with 
international measures of student achievement” leads to “an erosion of our self-belief 
and confidence as educators” (p. 92). Critics of Australia’s performance cherry-pick 
statistics to favour copies of strategies seen as working in overseas models, 
particularly those in Asian countries. The result is a demand for immediate, 
measurable improvement over long-term, sustainable change (Dinham, 2013; 
Hargreaves, 2012; Lingard & Sellar, 2013). A consequence of bearing the brunt of 
blame for the multiple claims of student failings is a deleterious effect on school 
climate and teacher efficacy.  
In this environment of increasing accountability, school leaders are expected to 
lead the process of improving student outcomes through greater teacher 
effectiveness. Thomas (2008) notes that teachers are seen as needing “external 
assistance” (p. 327) to meet professional standards. However, there is a strong 
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argument that quality improvement must come from teachers. Doing so is essential to 
“reinvigorating the teaching profession” (p. 331). Dinham (2013) argues that among 
calls to improve student learning there needs to be “ongoing professional learning for 
teachers to enable them to continue to develop and upgrade their skills” (p. 93). This 
public narrative has created conditions leading to lack of trust, collegiality and 
support (Drago-Severson, 2012), due to a focus only on the results of high stakes 
testing (Day, 2002). Thomas (2008) identifies “the discourse on standards and 
quality … was characterised by a blaming and shaming of teachers” (p. 328). As a 
result, teachers come to believe that their capacity to improve student learning is 
limited by their own level of competency.  
At the time of this study, Queensland schools had remained in the lower half of 
the national NAPLAN rankings from 2008 - 2010, and there was increasing scrutiny 
of education expenditure and demands for immediate improvements (Jensen, et al., 
2011). In 2014, significant funding increases were given to all Queensland primary 
schools under the Great Teachers = Great Results program (DETE, 2013b), which 
made clear that education was an economic driver for Queensland. As such, school 
leaders would be held accountable for their school’s performance as measured in 
standardised tests. In March 2014 all Queensland principals were shown the 
following graph.  
 
Figure 1.1. Return on Education Investment, 2003 - 2013 (Watterston, 2014) 
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Along with other state school principals, I was told that increased funding, as 
shown by the grey upward sloping line, had not resulted in improved standardised 
measures of student performance, evidenced by the flat red, green and blue lines. We 
were told that we could not expect to continue to receive this level of funding if 
students results did not improve. Our task, as principals, was made abundantly clear. 
We were expected to improve student results in academic tests, with a particular 
focus on NAPLAN. Those red, green and blue lines needed to be going up. Both 
Desimone (2013) and Eslinger (2014) have demonstrated that a focus on improving 
test scores does work. It had also been my experience that a focus on these measures 
of performance led to more focussed pedagogical practices, and improved results. 
But, along with others, including Ehren and Hatch (2013) and Hargreaves (2012), I 
considered such short-termism to be counter-productive to long-term school 
improvement. I feared that this narrowed and limited a ‘worthwhile’ education to that 
which can be measured. I was experiencing increasing discomfort with the public 
narrative. 
The discomfort described above had its genesis in 2012, when school 
leadership teams from the Metropolitan Region of Education Queensland gathered to 
hear from regional and central office directors about what was expected of schools 
for that year, and beyond. We knew what to expect—lift NAPLAN results. I was 
willing to do this, but I couldn’t focus on NAPLAN without concentrating on all 
children in all year levels in all areas of human development. 
During the day we were given a presentation from a deputy principal of a 
school in Melbourne, who detailed how a primary school servicing a low socio-
economic area in outer Melbourne had achieved remarkable results in the year three 
test that was Victoria’s pre-NAPLAN testing. The results graph was incredible. 
Every student in year three had performed as well as or better than 80% of all year 
threes in Victoria. The evidence was compelling. Whatever it was that this school 
had done, here was a model to emulate. Surely, if we did the same, we too could 
achieve similar results. We all wanted to know the secret.   
To his credit, the deputy principal made clear it was not a secret, but a step-by-
step, well-defined process all could follow, and which he happily shared elements of 
with the audience. It was straightforward, featuring explicit, direct instruction, with a 
focus on automatic recall of taught material, and could be easily introduced into all 
 Chapter 1: The Unsettling: Narratives of Identity 7 
classrooms. It was possible to sense the excitement among my colleagues. This 
seemed a surefire way to lift NAPLAN scores, and to meet the demands placed on us 
for improved test scores. 
Along with my colleagues I was initially quite excited with the idea. But, 
eventually this little voice nagged away in my head. I couldn’t put a finger on it, but 
something did not sit right. I may not have been able to articulate my reservations, 
but I had reservations. I knew there had to be a better approach, that leading as a 
corporate agent focusing on standardized achievement was not enough, even as I 
accepted its necessity. But to me it did not provide what Sugrue (2005b) described as 
a “sustaining passion” focusing on “continuity and purpose” (p. 13). I had come to 
believe passionately that education’s moral purpose was to allow individuals to 
flourish. If I was to lead my school I would have to find a way to resolve the 
dilemma that now confronted me: how to navigate the tension between the public 
narrative and my ontological narrative. 
1.3.2 The ontological narrative of flourishing 
This focus on the moral purpose of education formed the basis of my 
ontological narrative, that is, my sense making of the principal role I fulfilled in 
conjunction with the public narrative. The narratives within this thesis tell how my 
ontological narrative was shaped and sharpened, and defined the steps I took to lead 
the change process I believed necessary to achieve the moral purpose of education, 
focusing attention on the formation of my identity as a change leader. Sfard and 
Prusak (2005) propose “identity-making as a communicational practice” (p.16), and 
pivotal to leading change was communicating my ontological narrative to the 
teachers at my school. I conveyed to teachers the meaning and coherence of their 
work (Goleman, 2014) with the moral purpose of education, as well as engaging 
relationally so that all may flourish. Grant (2012) argues for personal flourishing as a 
fundamental aim of education, achievable when teachers uphold high expectations, 
provide challenging and culturally responsive curriculum content and believe in 
students’ intellectual capacity. So that all students may flourish within the context of 
a climate of accountability, my ontological narrative was to create the circumstances 
whereby teachers’ and students’ perspectives (Fielding, 2006) of what it is to be 
educated encompassed the broad purposes of education. Additionally, my ontological 
narrative supported teacher and student efficacy, upholding the belief not only in the 
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possibility that every student can experience success, but also how this can be 
achieved. I wanted students to excel in all measures of performance, NAPLAN 
included. I believed excellent teaching would produce excellent results.  
Teacher efficacy and student learning are affected by the mindsets of the 
teachers and students themselves. The growth mindset (see 1.3.3) can have a 
significant impact on teacher beliefs and student confidence (Dweck, 1999). It is 
argued that student success influences teacher self-worth (Dierking & Fox, 2013; 
Goddard, Hoy, & Hoy, 2000; Iwu, Gwija, Benedict, & Tengeh, 2013; Ping, 2013), 
and, in turn, teacher self-worth influences student success (Roth & Weinstock, 2013). 
Efficacy gives teachers confidence in the effectiveness of their teaching, even in the 
face of great difficulties, becoming agents capable of making a difference in student 
learning (Frost, 2006). The concept of the growth mindset maintains that directed 
and strategic effort can lead to success. Such effort may be difficult and possibly 
even despairing, but is necessary to achieve success. Dweck (1999) identifies the 
self-regulation of learning goals rather than performance goals as essential in 
enabling learning. Learning goals create a framework for evaluating and responding 
to the learning events. Students with the ability to be autonomous, self-regulated 
learners demonstrate improved conceptual understanding of the material and 
predicted positive school attitudes and performance (Deci & Ryan, 2000). Teacher 
efficacy enables improved student engagement through establishing the conditions 
for students to self-regulate their approach to learning.  
Bangs and Frost (2012) propose a strong link between efficacy and agency. 
They identify the connection among efficacy, beliefs and agency in influencing the 
learning and motivation of students, arguing the importance of “enabling teachers to 
develop themselves and their practice rather than being defeated by the challenges of 
their working lives” (p. 4). Vähäsantanen (2015) discusses teacher agency as the 
notion that professionals have the power to act and influence their work, and the 
importance of agency in fostering effective and sustainable change. Frost, MacBeath, 
Swaffield, and Waterhouse (2008) define agency as “the capacity for intentional 
action and knowingness that enables us to monitor our own actions” (p. 7). Agency is 
used in this paper to describe the desired outcome for teachers and students, the self 
monitoring of action aligned with the focus on teacher efficacy and the 
foregrounding of the moral purpose of education. 
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I led with this idea of efficacy in mind. Furthermore, the notions of democracy, 
social justice and active citizenship (Cranston, Kimber, Mulford, Reid, & Keating, 
2010; MCEETYA, 2008) and encouraging students to be active and engaged in their 
learning (Harris, Spina, Ehrich, & Smeed, 2013) are central to my professional 
beliefs and values. These understandings, beliefs and values are pivotal to my 
ontological narrative, and the tensions I was experiencing between the public 
narrative and my ontological narrative. The inspiration for this study was the 
realisation that as a leader, I needed to lead my school with an alternative conceptual 
narrative that could reconcile the public narrative with my ontological narrative.  
1.3.3 The conceptual narrative of the growth mindset 
The contextual basis of this research was to establish the conditions in which 
teachers were able to focus on long-term improvement of student learning rather than 
short-term performance measures. It was my belief that sustainable improvement in 
learning is possible through empowering teachers to provide excellent, evidenced-
based teaching that extends beyond a narrow measurement focus. The school had 
created a pedagogical framework that focussed on the strategies Hattie (2012) 
identified as have the greatest effect on student learning. An evidenced based 
guidebook, written by teachers and presented digitally became our pedagogical 
framework. All teachers engaged as professional learning community members to 
develop and test this framework as a professional resource guiding and challenging 
teaching practices to focus on student learning. It is within this context that the 
growth mindset became the centrepiece of the conceptual narrative.    
The growth mindset (Dweck, 2012) is the approach to teaching and learning I 
encouraged teachers to develop among themselves and students to promote efficacy, 
student success and flourishing. The growth mindset is one way of framing the 
ability to learn. Dweck (1999, 2012) identified two theories individuals hold 
concerning their ability to learn: entity or incremental. With the entity theory one’s 
intelligence is fixed, meaning that either something is known or it is not. It is an 
either/or belief. Related to school, a student with an entity belief would either be able 
to do the work, or could not. Dweck called this a fixed mindset. Typically students 
with a fixed mindset rarely use self-assessment and self-accountability to engage in 
critical thinking. Students with a fixed mindset, particularly those who have been 
praised for being clever, do not see themselves as learners, but often display a need 
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for ongoing validation of their ‘cleverness’. Dweck’s (2009) research on how 
individuals view the capacity to be intelligent shows “when students have a fixed 
mindset, they value looking smart over learning” (p. 9). She notes in such cases that 
students tend to be shallow in their explorations, do not think critically and may even 
‘run from’ their weaknesses. 
On the other hand, the incremental theory suggests intelligence is something 
that can be worked on, to be developed through effort and aided by new strategies. In 
the school setting a student with the incremental belief would either be able to 
immediately solve the problem, or, with the right amount of effort, and / or with new 
strategies, could learn to solve the problem. This second belief is known as the 
growth mindset, and can be cultivated and taught. Those with a growth mindset seek 
learning, looking for and applying strategies such as critical thinking, persistence and 
knowledge-sharing in order to remedy weaknesses. A growth mindset is open to the 
possibility and opportunity presented by challenges and the struggle to master 
learning. Using the preferred growth mindset, students develop learning goals, rather 
than performance goals, and tend to use deeper, more effective learning strategies, 
applying what they’ve learned more effectively. Much of Dweck’s (1999, 2012) 
work on self-theories highlights that teaching with an understanding of the growth 
mindset is an essential element in teachers’ pedagogical practices seeking to improve 
student learning. 
While these statements are, on the surface, addressing students, it is important 
to recognise that teachers are uniquely placed in relation to reinforcing or 
challenging student mindsets. Individually they may hold one or the other belief in 
regard to themselves, or they may believe that their students are capable of growth or 
not, or may work in a school where there exists, culturally, a growth or a fixed 
mindset. Each of these positions can affect a teacher’s capacity to teach effectively, 
efficiently and to experience self-worth and a sense of self-identity from their work.  
“Once you have decided that someone has innate, fixed, low intelligence … 
you have decided—in advance—what they can and cannot learn. And this 
may dramatically affect what and how you try to teach them” (Dweck, 1999, 
p. 84). 
Dweck describes two distinct reactions to failure that teachers need to be able 
to recognise and respond to. These reactions are described as the “helpless and the 
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mastery-oriented patterns” [italics in original] (p. 5). The helpless pattern of the fixed 
mindset is exhibited when students’ learning behaviours are to avoid challenging 
work, for in failing to be immediately successful they risk being seen as lacking 
intelligence. On the other hand, when exhibiting a mastery-oriented pattern, students 
welcome the challenge of new learning, believing that with effort and perseverance, 
they can develop the skills and understanding required. School leaders have a 
significant role to play in influencing teacher understanding of this principle, and in 
working to overcome the tendency toward helplessness. 
1.4 PURPOSE AND SIGNIFICANCE OF THIS STUDY 
Using narrative inquiry, I examined the generative moments I experienced as a 
leader as I encouraged and enabled a “school climate that supports teachers’ growth 
and improved practice” (Drago-Severson, 2012, p. 1). Generative moments are 
defined by McTaggart (1994) as “the explicit possibility of acting differently as a 
result of progressively learning from the experience” (p. 315). As a leader, I learned 
from my experience through reflection upon failures and successes. The generative 
moments are revealed when the processes and beliefs and social interactions 
involved in the events where an individual considers themselves in relation to the 
context lead to new ways of thinking and acting. In my role as school leader, these 
generative moments guided my leadership beliefs and practices. The generative 
moment for me that inspired this study was that I needed to lead so I could uphold 
the moral purpose of education. 
This form of narrative inquiry, chosen to identify and examine generative 
moments of leadership, is significant because of the role leaders play in upholding 
the moral purpose of education within the context of accountability. This is a role 
Cranston (2013) highlights as a “liberating professionalism for school leaders framed 
around notions of professional responsibility” (p. 130). As classroom teachers 
increasingly perceive school leadership to be overly challenging, and reflective of a 
“trickle down leadership” (Reid, 2011, p. 53) connoting school leaders as 
bureaucratic mouthpieces (Dinham, 2013), resulting in a “precipitous decline in the 
number of applicants for the role of school leader” (Sugrue, 2005b, p. 17), this study 
hopes to contribute towards understanding how leaders can reconcile their 
ontological commitments with the drive toward excellence in education. Sugrue 
(2005b) argues it is “necessary and appropriate to contextualise school leadership” 
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(p. 19) in understanding the construction of professional leadership identity. The 
narrative explores how I navigated a path through the tension that was emerging as I 
sought to stay true to my ontological beliefs as I led teachers and students toward 
understanding the application and benefits of a growth mindset in a climate of 
accountability.  
The research question that focused this study was: 
What are the generative moments for a principal in leading for a growth 
mindset? 
1.5 DEFINITIONS 
This section provides definitions of some concepts used in this research study. 
Chapter two addresses the major elements of this study in more detail. 
1.5.1 Pedagogical framework 
In 2013 all Education Queensland schools were required to develop a 
pedagogical framework to “ensure every school has consistent and effective teaching 
and learning practices” (DETE, 2013c, p. 1). The pedagogical framework was to be 
“research-validated” (p. 1). Many pedagogical frameworks in schools were 
developed from existing models. The pedagogical framework in this study was 
developed by the teachers of the school focussing on pedagogical practices identified 
by Hattie (2012) as having demonstrated a significant effect size on learning, and is 
addressed more fully in section 1.3.3 above. 
1.5.2 NAPLAN 
NAPLAN, the National Assessment Program - Literacy and Numeracy, was 
introduced in 2008, and is administered annually in May for all Australian students 
in years 3, 5, 7 and 9. These are standardised assessments of language conventions 
(spelling, grammar and punctuation), reading, writing, and numeracy. NAPLAN is 
intended to improve student achievement and promote accountability (Thompson & 
Harbaugh, 2013). All students are given a report that indicates their level of 
achievement relative to all students nationally in that year level. Schools receive 
reports that show individual and school performance relative to all schools 
nationally, as well as relative to a scaled socio-economic index. These reports are 
publically available.   
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1.5.3 Teacher efficacy 
For this study, teacher efficacy refers to teachers using pedagogical practices 
that improve student learning in keeping with the moral purpose of education. The 
beliefs teachers hold regarding their efficacy as teachers can influence the learning 
outcomes of students. School leaders can establish conditions that influence teacher 
beliefs and teacher efficacy. Such conditions are “essential to the work on energising 
schools” (Thomas, 2008, p. 329). There is a positive correlation between student 
learning and teacher efficacy (Soodak & Podell, 1996; Tschannen-Moran & Hoy, 
2001; Wheatley, 2005). Salanova, Llorens and Schaufeli (2011) note that beliefs 
“have the power to produce the desired effects by one’s own actions” (p.256). 
Interestingly, for the purpose of this study, the collective belief that exists in an 
institution can similarly produce desired outcomes. A school culture that focuses not 
only on the possibility that every student can experience success, but also in how this 
can be achieved is a product of leadership. Strong leadership that establishes the 
conditions whereby teachers can develop students’ ability to be engaged and 
challenged by the curriculum aids teacher and student efficacy.  
1.5.4 Flourishing 
The concept of flourishing as used in this thesis is the drive to seek a better life 
as made possible through education. Cherkowski and Walker (2014) argue 
flourishing individuals exhibit resilience, self-fulfilment and contentment. 
Furthermore, they note the importance of focussing on teachers’ and students’ 
flourishing, and in doing so enable a flourishing learning community. Reber (2012) 
identifies community as an essential element in flourishing. The collective is 
important in establishing the circumstances which empower teachers to give each 
child the opportunity to reach their potential (Albrecht, Albrecht, & Cohen, 2012; 
Beard & Hoy, 2010; Pattison, Hale, & Gowens, 2011) through developing repertoires 
of pedagogic practices whereby they “act purposefully to enhance student learning” 
(Goddard, et al., 2000, p. 502). Having a growth mindset, open to the possibility of 
continual improvement, while seeking to teach their students the strategies and skills 
of a growth mindset, is a step toward achieving potential, and flourishing.  
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1.6 THESIS OUTLINE 
In this chapter the prevailing economic and accountability context and 
motivation for the study has been outlined, and explored through the concept of 
public, ontological and conceptual narratives. The growth mindset as an approach to 
improving student learning has been outlined, and definitions of the key terms used 
in this thesis have been provided.  
Chapter two reviews the current literature relating to the moral purpose of 
education, accountability and its effect on pedagogy and the curriculum; the theories 
relating to change leadership, including transformational and instructional leadership 
and the Leadership for Learning principles; and, the importance of reflexivity and 
emotions in navigating the tension existing between the public narrative and my 
ontological narrative. 
Chapter three outlines the methodology of this narrative inquiry. Participants 
and methods of data collection and the timeline for the research are detailed, 
followed by an explanation of the data analysis. The final section examines the 
ethical considerations and the possible research limitations. 
Chapter four analyses the data collected during the research period from a 
narrative perspective. The data is examined for its generative moments. 
Chapter five extrapolates from the analysis to solidify the findings as they 
relate to leadership for learning, particularly the emotional impact of leadership as 
understood through reflexive deliberation of the interplay between my ontological 
narrative and the public narrative. 
Chapter six provides a summary to this thesis. 
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Chapter 2: The Provocation: Reflexivity and 
Change 
2.1 INTRODUCTION  
If the public perception of education was based on media reports and the 
political discourse, it would be reasonable to believe Australian schooling is in need 
of reform. Reform has been a key driver of educational funding (Anderson, 1998; 
Evers & Lakomski, 2013; Hanushek & Woessmann, 2007; Hargreaves, 2012; Smyth, 
2006a). Claims of falling educational standards have led to calls for increased 
funding and greater accountability (Fenwick, 2003; Hargreaves, 2012; Lingard & 
Sellar, 2013). The effectiveness of teachers is seen as an area where there is scope for 
improved performance (Drago-Severson, 2012; Lingard & Keddie, 2013; Robinson, 
2010; Youngs & King, 2002). It was within this general climate of demands for 
improved performance that my research was positioned. My research focused on 
how I, as a school principal, led toward developing a growth mindset as an approach 
to improving student learning. A growth mindset is beneficial for both teachers and 
learners because, in an educational climate that holds teachers accountable for 
student levels of performance, the drive to push students toward their potential is 
powered by teacher beliefs in their student’s capacity to learn.  
In the following section the process of leading change is explored. The moral 
purpose of education is examined in understanding my ontological narrative. This is 
contrasted with the public narrative of performativity and accountability, which is 
evaluated for its effect on pedagogy and the curriculum. Next, an examination of the 
leadership literature influencing teacher pedagogic practice, and therefore efficacy, is 
provided, before the importance of reflexivity and a model for change leadership is 
outlined and discussed. 
2.2 FROM ACCOUNTABILITY TO GROWTH  
School performance is an area of significant public debate. Much is critical of 
schooling and teachers, and as Dinham (2013) argues, business, government and 
economic experts have “weighed into the debate” (p. 92). Easily measured 
accountability mandates are dominating schooling with the effect of inducing a sense 
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of pessimism regarding education (Cranston, Mulford, Keating, & Reid, 2010). The 
broad-brush elements of the moral purposes of education, social justice, equity and 
social progress, are being steadily replaced by a narrowing focus on standardisation. 
Ambrose and Sternberg (2012) consider this dominant model of education to be one 
of a knowledge-storehouse, where learning means acquiring, storing and retrieving 
knowledge as demanded. In seeking a form of quality control, the result is an 
overemphasis on standardised testing and norms as a measure of success. 
Accountability demands and a focus on measuring academic attainment flow 
from a focus on the private, economic purpose of education. Cranston (2013) cites 
MCEETYA’s Melbourne Declaration and its assertion of the role of education plays 
in building a ‘democratic, equitable and just society’ (MCEETYA, as cited in 
Cranston, 2013 p. 133) to show that this shift to the private, economic purpose of 
education has been recent. One act of this shift has been a narrowing of the 
curriculum (Smeed, 2010) and the use of national standardised test scores as the 
measure of a school’s performance in improving student learning (Blackmore, 2011; 
Lingard & Sellar, 2013; Opfer, Pedder, & Lavicza, 2011). Smyth (2006a) explores 
the accountability demands inherent in a “more ideologically-driven agenda” (p. 309) 
purporting to meet the needs of the Australian public. He argues this is based on the 
“new orthodoxy” (p. 314) of evidence-based research that intensifies government 
control. Such accountability is in response to a public perception of school failure 
(Dinham, 2013; Lingard & Sellar, 2013) evident in media reports (Ryan, 2011). This 
highlights the dissonance between the publicly espoused purposes of education as in 
the Melbourne Declaration, and the enacted demands for accountability. 
This climate of accountability leads to an emphasis on performance goals. 
(Dweck, 1999; Dweck & Leggett, 1988). These are goals that focus on outcomes and 
attaining levels of performance, and measure ability and success against standardised 
norms. Dweck (1999) makes it clear that such goals have their place, but expresses 
her concern that “an overemphasis on performance goals is a danger signal” (p. 16). 
One result is the ranking of student performance, which affects how they perceive 
themselves in relation to their peers (Ping, 2013). This constant measuring can lead 
students to obsess about looking smart, rather than seeing challenging work as a 
chance to expand their intelligence. Performance goals become more important than 
learning goals (Dweck, 1999). As a result, pedagogical practices increasingly feature 
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test preparation (Hamilton, Schwartz, Stecher, & Steele, 2013) in an attempt to 
establish and maintain evidence of increasing standards of educational attainment. 
Schools are also subject to performance measures, being ranked according to 
levels of student attainment. School performance ranking informs the public 
narrative, often contributing to the view of education as under achieving (Dinham, 
2013). This generates a belief that specific actions are necessary for educational 
reform (Cranston, 2013) in order to make progress toward the stated purpose of 
attaining higher standards (Lingard & Sellar, 2013; McMahon, 2013). So common is 
this public narrative of schooling failure that it has taken on hegemonic proportions. 
Cranston (2013) describes education as providing three types of return: the 
private, as in meeting personal, social and economic benefits; the public, as in 
developing active and competent citizens; and a public-private combination whereby 
students’ gains serve as contributions to the economic prosperity of the nation. Each 
is essential, but, with accountability measures of effectiveness and success limited to 
academic pursuits (Lingard & Sellar, 2013; Pignatelli, 2011; Sahlberg, 2010; Smeed, 
2010), it is the economic purpose of education that has been privileged in recent 
years (Cranston, 2013; Klenowski, 2013; Stewart, 2010). Thomas (2008) refers to a 
shift from “discourses of equity to discourses of economy” (p.325) as an indication 
of the prominence given to education in producing knowledge workers for future 
prosperity.  
Given the public expenditure on education, it is fitting that it serves public 
purposes (Cranston, Mulford, et al., 2010). However, the distinction between public 
and private purposes is relative to the emphasis placed on the benefit. Private 
purposes contribute to the public good in the same way that public purposes can 
benefit individuals (Cranston, Kimber, et al., 2010). By providing a return on 
investment, education serves the society that funds its programs (Lingard & Sellar, 
2013). Cranston (2013) argues this return on investment should occur in the 
enhancement of students’ lives and in the development of the necessary skills to 
enhance the economy as well as developing citizenship through preparing individuals 
to be active participants in society. In this way, the moral purpose of education is a 
public good, in that the interests of society are advanced, yet also private in that they 
promote the interests of individuals. 
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Recently, other voices have been heard that extend the purpose of education 
beyond the narrow confines of the academic and economic to encompass increasing 
diversity of success. In a study of Canadian elementary students, Hamm and Griffith 
(2012) find hope in discerning “many in society value education as a means to a 
better life” which they contend includes “happiness, health and meaning in life” (p. 
3). In pursuing an alignment of ideals, they argue for a balance among the interests of 
the state, the family and the individual. McClung (2013) also expresses a belief that 
the time is right to rebalance the economic model of education with one that focuses 
on critical thinking and the development of empathetic citizens. She claims that such 
focus provides much better graduates for employers. Reber (2012) calls for the role 
of education to be self-actualizing, where individuals are able to realise their own 
worth. This neatly combines the private economic purpose of education with the 
public purpose of an “enhancement of the quality of life of human beings” (p.3). 
Students’ mindfulness, happiness and their hopes for a positive future are vital 
elements of education. Gialamas (2012), Maybury (2013) and Shankar et al. (2013) 
draw a parallel with educational attainment and health, whereby a high level of 
educational attainment is an indicator of improved health. Acquiring, storing and 
retrieving knowledge may be one purpose of education, but it is becoming clear that 
by itself, it is not enough.  
Reflecting on my role as a school principal, I find myself in a state of tension. I 
derive a sense of my own identity in upholding the values inherent in the historical 
purpose of education, that of fulfilling the public benefit it accrues, and of being part 
of the process of making a better future for our society. At the same time, I am 
equally content knowing that individuals will gain, that their economic benefit is a 
driver of their academic pursuits within the framework of a broad-based educational 
experience. For me, a genuinely worthwhile education is attained when a balance is 
achieved between these public and private purposes.  
2.3 CHANGE LEADERSHIP: BALANCING APPROACHES 
Some school leaders have demonstrated a capacity to manage the 
accountability demands and the broader purposes of education by leading and 
shaping debates in their communities about these topics (Cranston, 2013; Robinson, 
2010; Terosky, 2013). Cranston (2013) describes such leaders as “strongly values-
driven (who) saw school leadership as a morally responsible activity” (p. 134). 
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Leadership is a construction of the actions of an individual within the context of their 
wider cultural setting (Thomas, 2008) for the purpose of communicating a passion 
for teaching and learning (Blackmore, 2011; Sugrue, 2005b). It is a set of norms, 
agreements and routines that establish ‘best’ practices of desired outcomes and 
academic rigour within a specific institution (Anderson & Grinberg, 1998). My 
research explored how I used change leadership to encourage teacher efficacy to 
improve student achievement and uphold the moral purpose of education.  
2.3.1 Balancing public and ontological narratives 
Leadership cannot be reduced to a set of skills or competencies (Heng & 
Marsh, 2009), rather it is a messy connection of interrelated actions (Cherkowski, 
2012) realised through relationships and social dynamic (Waterhouse, 2007). 
MacBeath (2007) argues that a measure of leadership is the effectiveness of “those 
around him or her” (p. 244). Courageous leadership resists the pressure of short-term 
accountability demands that focus on standardised test performance for a long-term 
approach to addressing student beliefs in their ability to learn (MacBeath, 2007). The 
growth mindset concept encourages such student beliefs. 
School leaders rarely have a direct influence on student learning. Their 
influence is affected by others, especially when this influence is to generate the 
circumstance whereby teachers experience greater professional control, as this has 
been shown to increase their efficacy (Anderson, 1998). According to Slater (2011), 
“school principals exert influences on teachers, who in turn affect student 
achievement” (p. 219). A teachers’ sense of efficacy is based on the belief he or she 
has in their ability to make a difference in student learning (Stronge, Ward, & Grant, 
2011) and to effect the future. Leaders establish conditions “through which teachers 
make a more direct impact on students” (Robinson, Lloyd, & Rowe, 2008). In a later 
work, Robinson (2010) offered greater detail about how this happens, noting that 
student outcomes are greatly influenced by leaders focussing on “relationships … 
work, and their learning on the core business of teaching and learning” (p.2). 
However, she does warn that knowing what impact such leadership has does not 
equate with knowledge of leadership preparation or the setting of leadership 
standards.  
Leadership practices are best understood within a framework of capabilities 
that is effective in promoting student learning. Cranston (2013) distinguishes 
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leadership as a professional responsibility, encompassing an “overt moral 
commitment” (p.136) to students, taking the lead in educational agendas and debates 
and being value and vision driven. MacBeath (2007) expresses the same moral 
commitment, adding a belief in accountability, but from “a strongly held value 
position rather than mandated targets” (p. 246) that is often manifested in dilemmas 
and the need for uneasy compromise. Debates about the type of learning and the 
criteria for success in the 21st century, featuring school leaders, are “still rare” and 
principals have “considerable educational capital” to play a “lead role in school … 
professionalism and education … for the 21st century” (Cranston, 2013, p. 132). This 
inquiry is an examination of how I attempted to play a lead role through leadership 
that balanced my ontological narrative with the public narrative. 
2.3.2 Transformational and instructional leadership 
Leading to create a school culture conducive to efficacious pedagogical 
practices can have a significant effect on student learning. Currently transformational 
and instructional leadership, have emerged as most common ways of seeking to 
improve student performance (Marks & Printy, 2003; Stewart, 2006). Khanin (2007) 
explores the works of both Burns and Bass in their seminal examinations of 
leadership. Citing Burns, Khanin describes transformational leadership as a dynamic 
approach to influencing others’ perceptions and actions, elevating followers to 
become leaders. Khanin then cites Bass’ view extending transformational leadership 
as intending that followers improve performance. Stewart (2006) also contrasts the 
work of Burns and Bass. She cites Burns’ concept of transactional leadership as one 
based on power, which is described as “faulty and overemphasised” (pg. 9), before 
citing Bass again extending this view to describe transactional leadership as 
contingent, management-by–extension or laissez-faire. Contingent is a rewards-
punishment approach, management by exception involves not acting unless it is 
necessary, and laissez-faire is described as an avoidance of leadership behaviours. 
Leithwood and Poplin (1992) describe instructional leadership as a first order change 
while noting that the success of such changes is often reliant on the second order 
changes inherent in transformational leadership. 
Both transformational and instructional leadership feature in discussions 
among principals at regional meetings conducted by Education Queensland; 
however, in recent years there has been an increased focus on instructional 
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leadership. Robinson (2010) cautions that performance improvement effects are 
varied “depending on the particular type of leadership practice” (p. 2). 
Transformational leadership, as explored by Sun and Leithwood (2012), is described 
as “motivating followers to work … toward achievement and self-actualization” (p. 
419) and has the capacity to effect teacher efficacy. As the label ‘transformational 
leadership’ suggests, the idea is to transform, that is to lead a process of changing the 
culture and systems to enable a desired state to exist. According to Avolio and Bass 
(2002), transformational leadership involves challenging expectations and seeking 
higher performances, as well as addressing followers’ sense of self-worth in order to 
engage true commitment.  
This view is supported by Marks and Printy (2003), who describe 
transformational leadership as providing “intellectual direction ... while empowering 
and supporting teachers as partners in decision making” (pg. 371). Others express 
that transformational leadership focuses on motivating school staff toward the 
desired state of an integrated and interdependent school culture rather than staff 
pursuing their own actions and self-interest (Neumerski, 2013; Sun & Leithwood, 
2012). Opfer and Pedder (2011) describe school culture as the “collective 
orientations and beliefs … collective practices or norms of practice that exist in the 
school” (p. 384), including formal and informal discussions among staff, policies and 
procedures that are applied, and the way things are done in the organisation. Those 
teachers whose outlook and personal beliefs align with the school culture are most 
likely to seen as influential and whose guidance and opinion is sought by others 
(Admiraal, Lockhorst, & van der Pol, 2012; Brouwer, Brekelmans, Nieuwenhuis, & 
Simons, 2012; Jones, 2012). Salanova et al (2011) claim that the stronger the group 
beliefs the greater the collective achievement. 
Transformational leadership is characterised by being supportive of teachers, 
setting directions and developing staff and motivating them to commit to the school. 
In such cases staff are seem to be willing to do more for the school (Hulpia & Devos, 
2010). For transformational leaders, a focus on relationships is the basis of 
improvement (Dimmock & Goh, 2011), providing a “more reasonable and realistic 
concept of self” (Bass & Steidlmeier, 1999). Transformational leadership is a person-
centred, relational approach to leading change. 
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Transformational leadership is made more relevant in schools when 
instructional leadership is added to the repertoire of skills school leaders practice. 
Instructional leadership is also somewhat defined in its name. The focus shifts from 
the whole school to the students’ learning. It is supervisory, in the sense of leading 
individual teachers in their pedagogical practices. Marks and Printy (2003) describe 
the principal as the “primary source of educational expertise” (pg. 372). They argue 
it is away of standardizing pedagogy through supervision of classroom instruction 
and the monitoring of progress. In this way the leader is directly involved in the 
quality control of the instructional practices of the school (Hulpia & Devos, 2010), 
with a strong focus on the “planning, evaluation, coordination, and improvement in 
teaching and learning” (Robinson, Lloyd, & Rowe, 2008, p. 2). The school leader 
provides guidance, approval, recognition, and censure, if necessary, to prevent 
multiple disparate groups emerging from the inherently individualistic task of 
teaching. Instructional leadership can be seen as a transactional approach, with leader 
approval being contingent on teacher compliance. Timperley (2011) identifies highly 
effective leaders as having, and applying a deep knowledge of teaching and learning. 
They use this knowledge and engage in conversations with teachers, group based and 
individually, to enact appropriate classroom strategies.  
These two models of school leadership are separated here for the purpose of 
defining each. In reality they often conflate, as noted by Leithwood and Poplin 
(1992). (Leithwood & Poplin, 1992); Sugrue (2005b) proposes that “continuity, 
change and transformation” (p. 13) are a single process. Sun and Leithwood (2012) 
suggest that transformational leadership has subsumed instructional leadership, while 
Drago-Severson (2012) sees school leadership as involving the provision of 
professional learning to develop pedagogical practices, building a climate of 
collaboration and professional inquiry and providing ongoing support to, and respect 
for each teacher as a whole person. Harris, et al. (2013) combine the most effective 
elements of these leadership approaches to identify it as “student-centred leadership” 
(p.8). Tellingly, student-centred leadership balances accountability demands with the 
moral purpose of education.  
This research project was premised on the belief that school leaders can shape 
teachers’ pedagogical practices through attention to creating active collaborative 
practices among teachers. Opfer and Pedder (2011) point out that such collaboration 
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can “emphasize conformity” (p. 386) and caution that it is necessary to ensure the 
right amount of collaboration occurs in accordance with the individual and school 
needs, and call on more research to understand how individual teachers and the 
school leader interact to shape pedagogical practices for the purpose of improving 
student learning. Robinson (2010) also appeals for further research on the leadership 
practices that create the appropriate institutional conditions for relevant pedagogical 
practices to be developed and exercised. A set of principles that I recognised as 
offering guidance for leaders in pursuing pedagogical changes emanated from the 
Leadership for Learning (LfL) project. 
2.3.3 Leadership for Learning 
The Leadership for Learning principles (Frost, et al., 2008) offer a conceptual 
framework to guide school reform of pedagogical practices. Cambridge University 
was the lead institution in the Leadership for Learning network’s international 
research project identified as the Carpe Vitam project. The project focussed “on the 
processes by which schools made, and then grew the connections between leadership 
and learning” (MacBeath, 2007, p. 251), as a way of looking at how “values could be 
realised in practice” (Frost, et al., 2008, p. 1). The values highlighted the 
interconnectedness of leadership and learning and involved a sharing and exercising 
of leadership throughout the school and its community (Frost, et al., 2008). Its values 
and principles form a well-accepted narrative of leading learning, having emerged 
from stories of practice, that is, a ‘bottom-up’ approach, rather than what Lovett, 
Dempster, and Flückiger (2015) describe as top-down, systemic “content and process 
frameworks” (p. 130), and aligned with my ontological narrative. 
Learning is made the keystone of leadership, and this extends to professional 
learning, especially that of leaders. The aim is to have mature leaders able to 
“contribute to system development by knowing how to lead ... people, the 
organisation and teaching and learning” (p. 130), leading to collective agency, 
efficacy, and shared leadership. What is established by the literature is the need for 
personal agency in the shaping of professional learning (Lovett, et al., 2015) and 
“learning-centred leadership” (Dimmock & Goh, 2011, p. 229) to avoid becoming 
functionaries of the system. Lovett, et al. (2015) argue for a balance between 
personal and systemic professional learning needs is necessary, noting that 
extemporised decisions result from not having guiding principles to support the 
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“indisputable moral purpose of teaching; namely, to improve the lives and futures of 
others” (p. 132). Furthermore they argue for those principles to begin with leaders 
learning about their professional self, that is, having an awareness of their 
ontological narrative, a view shared by Boufoy-Bastick (2004). My ontological 
narrative and the Carpe Vitam public narrative align, making it an appropriate 
framework to use in theorising my experiences. My experience is informed by, and 
may contribute further to the findings of the Carpe Vitam project. 
According to Frost et al (2008), the three year project had a stated aim of 
encouraging an alternative discourse to the public narrative of the “performativity 
culture prevalent in education systems across the world” (p. 1). The project identified 
five principles as a “vision of ideal practice … an expression of pedagogical aims, a 
tool for discourse” (p.2). The five LfL principles are: 
1. maintaining a focus on learning as an activity; 
2. creating conditions favourable to learning as an activity; 
3. creating a dialogue about leadership and learning; 
4. the sharing of leadership; and, 
5. a shared sense of accountability (p.3). 
The first two principles direct leadership toward learning as an activity. While 
MacBeath (2007) finds this to be somewhat self-evident, Frost (2006) explains that 
putting such rhetoric into practice is made possible only through the agency of 
individuals whose activities “make a difference, not just to themselves but to the 
world around them” (p. 21). In my experience conversations about, and use of the 
growth mindset concept among staff and students created a strong focus on learning 
as an activity. This is highlighted by the emphasis on effort as a prerequisite for 
learning success. The fourth and fifth principles, the sharing of leadership, 
particularly when Evers and Lakomski (2013) and Opfer and Pedder (2011) identify 
leadership as a collective responsibility, also suggest a shared sense of 
accountability. The third principle of creating an ongoing dialogue about leadership 
and learning reinforces this as a sense of internal accountability (Frost, et al., 2008; 
Gonzalez & Firestone, 2013), where all teachers hold themselves and each other 
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accountable for student learning. The work of our professional learning communities 
in term four of 2014 (where staff led the collaborative analysis of our pedagogical 
framework for its practical suitability and refinement – see section 1.3.3) constitutes 
an example of sharing leadership as a collective, as well as being a forum for 
sustained dialogue about learning. I also recognised a strong alignment with these 
LfL principles and the growth mindset, and both informed my change leadership. 
2.4 CHANGE LEADERSHIP: REFLEXIVE IDENTITY AND NARRATIVE  
This research investigated the question, “What are the generative moments 
for a principal in leading for a growth mindset?” 
School leaders’ beliefs frame their actions (Opfer & Pedder, 2011) and drive 
leadership (Schechter, 2011; Youngs & King, 2002). Narrative inquiry represents 
how the narrator makes meaning of important events. Sfard and Prusak (2005) argue 
that “collective discourse shape personal worlds” (p.15), which neatly describes the 
influence of the public narrative’s collective discourse on the personal world of my 
ontological narrative. I needed a way to make sense of the leadership tensions and 
generative moments when leading for a growth mindset, and I did this through the 
theoretical frameworks of Margaret Somers (1994) and Margaret Archer (2000; 
2004; 2007; 2009) and the Leadership for Learning principles developed emanating 
from Cambridge University’s Carpe Vitam project.  
Somers’ work on narratives was explored in chapter one, and is referred to 
throughout this paper. The three narratives, public, ontological and conceptual, 
provided an element of the conceptual framework that guided this narrative inquiry. 
That this is a narrative inquiry addressing public, ontological and conceptual 
narratives may be confusing. Somers’ narratives refer to the beliefs held and acted 
upon in this research. Narrative inquiry, as a contemporary research practice, has 
been variously defined as personal narratives (Personal Narratives Group, 1989), 
narrative analysis (Riessman, 1993), autoethnographies (Denzin, 1989) and 
lived/told narratives (Davies & Harré, 1991). As a dimension of qualitative research, 
narrative inquiry is “distinctly interdisciplinary” linking together “the ways human 
beings make meaning through language” (Casey, 1996, p. 212). These multiple 
versions attempting to define narrative inquiry indicate a lack of distinctive 
agreement regarding its form. Riessman (1993) argues for some characteristic 
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elements, such that beginnings, endings and protagonists exist to bond events into 
meaningful sequences around common themes and issues. In this way narrative 
provides a voice that highlights the lived perspectives of those experiencing it.  
Narrative can be understood as sequencing events into a whole to reveal the 
significance of each event through its relation to that whole (Elliott, 2005). In this 
way a narrative conveys the temporal and social meaning of events. The narrative of 
this study identifies the key plot points within the story of change leadership, 
showing where and why I acted and responded as I did. It is a look behind the scenes 
as I enacted three simultaneous narratives, or subplots, the public, the ontological and 
the conceptual, and identified where these overlapped, took precedence or informed 
one another. Narrative at the core level is used within this study not so much to tell a 
story, but rather to map my own reflexive theorizing of the events and how these 
influenced my leadership and shifted practice. 
Somers offers further guidance in this matter, noting that narratives are 
“constellations of relationships (connected parts) embedded in time and space, 
constituted by causal emplotment” (p. 616, italics in original). This narrative inquiry 
accords the public, ontological and conceptual narratives a sense of “historicity and 
relationality” as events are “located in a temporal ... and sequential plot” (p. 617). 
Emplotment, according to Denzin (2014) is the connection of events that lead to a 
story’s resolution. Somers (1994) concludes that emplotment allows the relationships 
and events to become significant episodes. It was the significant episodes that 
became the generative moments. 
Archer’s (2000; 2004; 2007; 2009) work on reflexivity is crucial to realising 
the generative moments from among the episodes in my journal entries. This 
narrative inquiry explored the tension between the public narrative and my 
ontological narrative that I was able to resolve through reflexivity. Reflexivity is an 
internal conversation that enables us to prioritise our concerns and commitments 
(Archer, 2004). Archer (2000) identifies reflexivity as “one of our most distinctive 
human properties and powers”, whereby our identity “hinge(s) upon our ultimate 
concerns and commitments” (p. 2). Because of my care and concern for the moral 
purpose of education and the importance I placed on efficacy within my ontological 
narrative, I could not let the public narrative cloud my commitment to the broadest 
possible definition of student success. As Archer (2000) argues, “if we do not care 
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enough about making things happen, then we become passive beings to whom things 
happen” (pp 2 – 3). In a later work, Archer (2007) defines reflexivity as the “regular 
exercise of the mental ability of all normal people to consider themselves in relation 
to their (social) contexts and vice versa” (p. 4, italics in original). Through internal 
conversation the social context is bent back upon the person (and vice versa) as a 
way of determining what matters and what to do about it. 
In bending back the events and situations described in my journal I was 
identifying those things that concerned me most. As will be seen, this was revealed 
through specific emotions I experienced. Archer (2004) argued that emotions are not 
just internal events, but are “commentaries on our concerns” (p. 327, italics in 
original). I have used Archer’s model, shown as figure 2.1, to understand my 
experience of change leadership, showing transformation as a reflexive, socialisation 
process. The model shows four quadrants. The model begins at the point of relating 
to individual private self (quadrant 1), then to the private self as part of a collective 
(quadrant 2), who, through socialisation becomes a corporate agent (quadrant 3) 
before personalising this position to be a social actor (quadrant 4). The social actor is 
committed to “finding a role(s) in which they feel they can invest themselves, such 
that the accompanying social identity is expressive of who they are as persons in 
society” (Archer, 2000, p. 261), which in this study is the public role of leading 
change in a single school.  
 
is one which is developmental, and traces the progressive elaboration of
the stages by which the human self, whose own emergence has already
been discussed, gradually comes to acquire a social identity, at maturity.
There are three phases involved, which will be examined sequentially, but
can be summarised as follows:
(i) How society impinges upon the human self, i.e. the development of
Primary Agency.
(ii) How Primary agents collectively transform themselves in seeking to
transform society, i.e. the development of Corporate Agency.
(iii) How social reproduction or transformation aﬀects the extant role
array and thus the potential social identities available, i.e. the
development of Social Actors.
In addition to this developmental account, which only takes us up to
maturity, a lifelong account then has to deal with the dialectical relations
between social identity and personal identity, which serve to monitor our
subsequent commitments to, and doings within society.
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Figure 2.1. Realism's account of the stratified human being (Archer, 2000, p.260) 
 
Change leaders have private and public selves. The primary agent of quadrant 
2 must reconcile their ontological narrative with the public narrative of the corporate 
agent in quadrant 3 in the context of being quadrant 4’s social actor – in this study a 
school principal. Within quadrant 1 a negotiated continuous identity of the self 
forms, and the process of reconciliation is a process of reflexive socialisation. This 
occurs through what Archer called an “inner conversation” where “we ponder upon 
the world and about what our place is, and should be, within it” (Archer, 2000, p. 
315), as we move from the private to the public realm. The individual bends back the 
public events upon the private self to reflexively determine what is important and 
what can be done. Action occurs through socialisation of these private concerns into 
the realm of public agency. Commitment to the social actor occurs when the private 
self is reconciled with the public self. Archer’s theory is helpful to conceptualise my 
role as principal as while the moral purpose of education continues to exist, the 
increasing pressure for accountability has brought about a change in the social role of 
a school leader. The diagram conceptualises the process of navigating my role and 
identity as change leader, through my internal conversation, whereby I reconciled my 
commitment to my ontological narrative and the public narrative. 
2.5 IMPLICATIONS FOR THIS STUDY 
This chapter has outlined the current circumstances driving educational reform 
in this country, and the effect this is having on pedagogical practices. Teachers’ work 
is being narrowed to focus on short-term cycles of student attainment of standardised 
test scores that are compared with other students in other schools and systems, for the 
purpose of justifying public expenditure on education. This has been the result of a 
shift in the purpose of education toward private gain, rather than public good.  
This research sought to understand how, as a school leader, I established the 
circumstances that allow teachers to focus on the pedagogical practices that would 
give students the skills required to attain both short-term and long-term success. 
Timperley (2011) notes that relatively little attention has been paid to the role of 
leadership for learning. Some commentary (Federici, 2013; Murphy, 2013) offers 
guidance on what to explore, including leaders’ self-reported data and examination 
of how leaders adapt theory to the specific context. Furthermore, there is a need for 
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research that provides practical insights about leadership that is based on strong 
relationships (Timperley, 2011), and encourages the co-construction of efficacy 
beliefs about pedagogical practices that can improve student learning (Takahashi, 
2011; Tschannen-Moran, Hoy, & Hoy, 1998). There have also been calls for research 
on leadership for a sustainable learning culture (Cherkowski, 2012; Tschannen-
Moran, Bankole, Mitchell, & Moore, 2013) and the effect this has on student 
learning. Slater (2011) calls for research to include the voices and experiences of 
practising principals. This narrative inquiry seeks to address these needs. 
2.6 SUMMARY 
This chapter has provided evidence to justify the value of the research, 
featuring the principal’s voice, in how to lead for a growth mindset in an educational 
climate of accountability. The conceptual framework was explored with reference to 
the theoretical frameworks of Margaret Somers, Margaret Archer and the Leadership 
for Learning network. It explored the moral purposes of education with particular 
reference to the effect of the public narrative of accountability. The process of 
leadership to uphold the moral purpose of education and to balance my ontological 
narrative with the public narrative was discussed in detail. Finally, the implications 
for this study were outlined. 
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Chapter 3: The Methodology of Multiple 
Narratives 
3.1 INTRODUCTION 
This chapter explains the design to investigate the question: “What are the 
generative moments for a principal in leading for a growth mindset?” The first 
section justifies the qualitative narrative inquiry methodology used in researching the 
experience of my leadership in developing a growth mindset within the pedagogic 
practices in one school. The second section outlines the participants and explains the 
data collection methods of a self-reflective journal, and interviews. The data analysis 
approach is outlined, before the ethical considerations of the research are addressed. 
3.2 METHODOLOGY AND RESEARCH DESIGN  
A qualitative research design was chosen as the most appropriate method of 
investigating the daily actions of a leader leading a change as driven by the school 
improvement agenda. Freebody (2006) notes that educational research is challenging 
due to its complexity and dynamism. Qualitative research provided a method of 
meeting this challenge, as it is, according to Stake (2010) “interpretive, experiential, 
situational and personalistic” (p. 14). It is particularly useful for dealing with “the 
complexities involved in the task of education” (Boyask, 2012, p. 27). The 
complexity was also addressed by reflexive deliberation drawing on theoretical work 
of Margaret Archer. Archer (2007) identifies emotions as “commentaries on our 
concerns” (p.13), and argues reflexivity is a method of evaluating those concerns to 
determine what an individual will invest in and commit to. Reflexivity typically 
occurs through an “internal conversation” (p. 6), which drives many to become 
active agents determined to exercise some governance in their lives, and induces a 
course of action that advances or protects our commitments and what we come to 
believe forms our identity. Key to this internal conversation is for an individual to 
ask questions about what matters? and what to do about it? 
Reflexive deliberation enabled investigation of my day to day practices and 
perspectives working with teachers to generate an understanding of what Flick 
(2008) described as the social construction of an area of study. My journal was a 
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record of my internal conversations and describing the ontological narrative that I 
committed to, and became the focus of my actions. As the research question focuses 
on these actions, it was my voice, the principal’s voice, which provided the main data 
source in this narrative inquiry. 
Denzin and Lincoln (2011) portray qualitative research as a situated activity 
that locates the observer in the world, studying things in their natural settings and 
attempting to make sense of phenomena in terms of the meanings people bring to 
them. Approaching my research in this way was congruent with both the social 
constructivist participatory paradigm that Lincoln and Guba (2000) portray as 
leading to knowing through collaborative action inquiry, and social cognitive 
learning that Mischel (1973) describes as “transformations performed on 
information” (p. 266) as a process in the construction of knowledge. 
3.2.1 Narrative inquiry 
Narrative inquiry was an ideal method for a leader self-study as it enabled me, 
as principal, to document, analyse and describe generative moments in a leadership 
process. Generative moments are defined by McTaggart (1994)  as “the explicit 
possibility of acting differently as a result of progressively learning from the 
experience” (p. 315). As a methodology, narrative inquiry yields “an innovative form 
of data and a means of re/presenting or displaying this data” (Burnett, 2003, p. 443). 
My narrative inquiry is as Bell (2002) describes, an analysis of my understandings 
and perceptions in making sense of my leadership of my conceptual narrative. 
Bochner (2012) writes that first person narrative inquiry is made analytic through 
reflection. Simple reflection is the review of what happened. I committed to a critical 
stance of reflexivity; a way for me to “consider themselves [myself] in relation to 
their [my] (social) contexts” (Archer, 2007, pp. 4, italics in original). I used reflexive 
deliberation as a basis for identifying the generative moments. Narrative inquiry was 
the most suitable research approach as it enabled these moments to be represented 
within the sequence of events, and demonstrate how the moments had generated new 
ideas, relationships with contexts or reflective actions. 
Narrative inquiry provided opportunities for me to construct a greater 
understanding of my change leadership of how teachers adapted their practice to 
enact the growth mindset, by describing this experience as story (Clandinin, Murphy, 
Huber, & Orr, 2010). However, as Savin-Baden and Van Niekerk (2007) warn, 
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“narrative inquiry must go beyond the notion of just telling stories” (p. 462). Somers 
(1994) assesses this need and concludes that narrativity allows us “to know, 
understand, and make sense of the world, and it is through narratives ... we constitute 
our social identities” (p. 606). Furthermore, she proposes, “that narrative is an 
ontological condition of social life” (p. 614, italics in original) where the 
construction of identity occurs “within a repertoire of emplotted stories” (p. 614). 
These emplotted events and stories of self-study are identified by Denzin (2014) as 
deriving from “larger group, cultural, ideological, and historical contexts” (p.56). So 
it was for me. I was focussed on constructing the social identity of my leadership as 
it aligned with my ontological narrative.  
Burkitt (2012) explains that reflexivity is motivated by our emotions and our 
social interactions. We are driven to be reflexive when we arrive at the point of 
wondering what to do next. In my case, my reflexive stance became significant when 
habitual responses were inadequate to address the emotions I experienced. Archer 
(2007) identifies reflexivity as a mediatory role, a process where individuals use 
“internal conversations” (p. 6) to consciously deliberate about themselves as agents 
interacting within the social situations they confront. I exercised reflexivity 
extensively in this inquiry, particularly in relation to making sense of my responses 
and reactions to events and circumstances that were revealed as “commentaries on 
our [my] concerns” (Archer, 2007, p. 13). This narrative inquiry was a self-study of 
my leadership within the shared experiences of the teachers and myself as I sought to 
identify the generative moments in leading for a growth mindset.  
The strength of this narrative inquiry was that it shed light on the “different and 
sometimes contradictory layers of meaning” (Andrews, Squire, & Tamboukou, 2008, 
p. 1), typical in the complex social situations inherent in education, as a way of 
describing my leadership processes in promoting pedagogical changes. Schooling as 
a complex activity is well described by Evers and Lakomski (2013), who argue that 
“fluid and changing inter-relationships” (p. 169) mean teaching and learning is multi-
directional, rather than linear, while Drago-Severson (2012) outlines the difficulties 
principals have supporting “teachers’ growth and improved practice in a context of ... 
complex adaptive challenges” (p. 1). While it is important to not be reductive, using 
narrative inquiry allowed me to synthesise the complex elements of leading, teaching 
and learning (Andrews, et al., 2008; Bamberg, 2012; Goodson, Biesta, Tedder, & 
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Adair, 2010) especially when, as seen in Chapter 2, the demands of accountability 
are all too often focussed on short-term fixes.  
A tradition existed within the school whereby teacher teams inquired into 
pedagogic practices. This collaboration has allowed those affected by issues to be 
involved in both asking and answering pedagogic questions such as How does this 
practice improve learning outcomes for students? It was a dynamic, continuous and 
critically informed process intended to enable groups to “organise the conditions 
under which they can learn from their own experience, and make this experience 
accessible to others” (McTaggart, 1994, pp. 316 - 317). As this collaborative 
approach is both “process and product” (Burnett, 2003, p. 441), it aligned with the 
narrative inquiry concept of making sense of lived experiences. Furthermore, Wertz 
et al. (2011) note, “narrative research eschews methodological orthodoxy in favour 
or doing what is necessary to capture the lived experience of people in terms of their 
own meaning making” (p. 225). I encouraged dialogue in an environment where it 
was safe to ask questions, pose problems and tell unwelcome truths; to create and 
celebrate a culture of inquiry, and where uncertainty was supported (Snow-Gerono, 
2005). As the focus of this narrative inquiry was my leadership when introducing and 
encouraging a growth mindset as an element in the school’s pedagogical framework, 
I invited teachers to be critically analytic of my leadership in this matter, and their 
own pedagogical practices, particularly in relation to the school’s pedagogic culture 
at this point of time. During the time of this study (September – December 2014) 
teachers were invited to share with me their stories of learning to incorporate a 
growth mindset into their pedagogic practices, so that I could critically reflect on the 
impact of my leadership.  
3.3 PARTICIPANTS AND DATA 
As principal, in term four of 2014, from September to December, I led all 
teachers through a cycle of investigating, understanding and enacting the principles 
of the growth mindset. By its nature, narrative inquiry research requires instruments 
that seek to understand the lived experiences of the participants (Georgakopoulou, 
2013). For the purpose of this research, data was collected through my own personal 
reflective journal, and by individual interviews with four teachers around the middle 
of the research period. In the following section the roles and recruitment of each of 
the participants is outlined, as is how data was collected. 
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3.3.1 School leader  
I was the main participant in this study. I wrote daily personal journal entries 
over the last term of 2014 to record and reflect on my actions and interactions with 
staff in leading change to teachers’ pedagogical practices, including influencing the 
use of the growth mindset concept. My journal was also a record of my experiences 
of leadership as I dealt with the tensions between the public narrative and my 
ontological narrative. Equally important, I modelled my own growth mindset in 
terms of my development as a leader, and these actions were included in my journal.  
As a narrative researcher in a self-study, I involved myself in professional 
development with teachers and in conversations about the use of the growth mindset 
as a pedagogical practice. In the roles of participant as well as researcher, I was 
directly involved in the action of leading and learning about the growth mindset. This 
involvement accorded a personal response to the dynamic experience of professional 
growth as well as gaining first hand knowledge of what teachers experienced in this 
process, demonstrating respect for the “legitimacy of the participants’ knowledge” 
(Kidd & Kral, 2005, p. 189). This involvement in the lives of the participants was a 
potential ethical issue. While I endeavoured to be as neutral as possible, Willis 
(2011) notes, “all researchers have an impact on the behaviour of those observed” (p. 
72). My role as school principal had the potential to impact on the research (Denzin, 
2001), due to its hierarchical nature, and the possibility of teachers’ commentary and 
behaviour seeking my approval rather than being an accurate expression of their 
beliefs. However, the relationship between teachers and myself, as participant 
researcher and school principal, was based on a history of collaboration which 
Dooner, Mandzuk, and Clifton (2008) argue “provide(s) stability and predictability 
that are crucial for meaningful ... work to occur” (p. 565), enabling forthright 
discussions that challenge beliefs and allow for constructive feedback among 
participants.  
This approach was intended to encourage critical and open reflection within a 
collaborative process. I intentionally positioned myself to respect the voice and 
subjective knowledge of the teachers in all interactions, with the intention that the 
teachers would be able to communicate without an undermining of their identity as a 
teacher or any “fear of retaliation” (Nelson, Deuel, Slavit, & Kennedy, 2010, p. 177). 
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I wanted teachers to believe I trusted their opinion as professionals. (See section 
3.7.3 for a discussion of how this was addressed in the ethical design.) 
The main source of data was my reflective diary, focusing on my leadership. I 
spent time at the end of each day writing about and interpreting the actions (Larkin, 
Watts, & Clifton, 2006) I undertook regarding leading for a growth mindset in a 
climate of accountability. In order to avoid any suggestion that this diary was some 
form of staff supervision, the reflective diary was completed in the privacy of my 
office, or at home, after classes had finished for the day. Whenever the need arose I 
used codes or pseudonyms to maintain the anonymity of all members of the school 
community. The reflective diary captured the personal, practical events (Coulter, 
Michael, & Poynor, 2007; Savin-Baden & Van Niekerk, 2007) of being a principal 
of a school undertaking a specific improvement agenda. The personal, practical 
events become the rich data that helped give meaning to others’ points of view, 
establishing a connection between past and present, and generating other possible 
ways of acting. In this way the journal was a record of my “internal conversations” 
(Archer, 2007, p. 6), a way to contextualise my thinking regarding daily events and 
my actions as principal. The journal was a chance to reflexively process the personal 
practical events, and in so doing reveal the generative moments.  
The journal, written daily, did not follow a template. Rather, it was a collection 
of my reflexive deliberations on a variety of events and situations as I experienced 
them in the role of school principal, with me as researcher in the centre of the 
research process (Denzin, 2002). Among the entries were descriptions of informal 
meetings and conversations with teachers conducted in the completion of my duties 
as principal. Typically they were about pedagogical practices, and in particular my 
leadership of the use and development of the school’s pedagogical framework and 
how these practices, enhanced by using the growth mindset, might improve student 
learning. I would also reflect on personal learning and understanding that arose from 
activities related to learning about and using a growth mindset. These reflections 
included my responses to the challenges of accountability mandates including 
expectations of measurable changes in performance and the realisation of when I 
and/or others exhibited a fixed mindset, and how, through transformational and 
instructional leadership this might be changed to a growth mindset. The intent of the 
journal was to create a “body of materials that will furnish the foundations for 
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interpretation and understanding” (Denzin, 2002, p. 360). The journal was the 
primary data source used in this study, supplemented by teacher interviews as 
outlined in section 3.3.2, below. 
At all times I attempted to separate my role as principal from my role as 
researcher. When I visited classrooms, I made the teacher aware if I was there as 
principal, or as researcher. During researcher visits I engaged teachers in 
conversation to inform my journal as a way of thinking reflexively about what I was 
seeing as evidence of my leadership in action. If the growth mindset was not being 
used, that was data for me as much as it was if the growth mindset was being 
enacted. I would go away and think about how I could lead differently. I gave 
thought, reflexively, to the conversations as evidence of my leadership, an approach 
portrayed by Denzin (2014) as a way of empowering self-study to critically evaluate 
actions. This reflexivity becomes, according to Bochner (2012), an “act(s) of 
meaning” (p. 158), a process Burkitt (2012) argues “distinguishes reflexivity from 
mere self-reflection” (p. 459). As reflexivity induces changes in thoughts and 
actions, this process was how I determined which were the generative moments. As I 
saw evidence of various levels of teacher engagement with the growth mindset I saw 
opportunities for future actions.  
3.3.2 Teacher participants 
As part of the ongoing focus on learning quality, all teachers participated in 
professional development about Carol Dweck’s (1999, 2012) growth mindset 
principles. All of the 28 participating classroom and specialist teachers were invited 
to be participants in my study. To investigate my leadership from teachers’ 
perspective I interviewed four teachers separately at a time and place of their 
choosing, and these interviews provided teacher participant data. Even though many 
(n = 10) teachers signed consent forms to participate in the interview, I restricted the 
number of interviews to four. I put the names of teachers who had consented to be 
interviewed into groups to represent their teaching level: Prep to Year 1, Years 2 to 4 
and Years 5 to 7, and to randomise the selection I pulled names from a hat. I chose 
two teachers from years 2 to 4 as the number of consenting teachers was greatest in 
this group. Each interview was audio recorded with the teacher’s consent. The 
transcription was given to the teacher to approve as a record of the interview before it 
was analysed. One teacher did not wish to be audio recorded. That teacher was given 
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the notes I made during the interview, which I had added to immediately after the 
interview, for approval.  
The interviews were conversations with teachers based around a set of prompt 
questions prepared beforehand. I needed to be aware of “professional vulnerabilities, 
... uncertainties and personal costs and experiences of participants” (Lancaster, 2016, 
p. 5) possible during the interviews. As Yanos and Hopper (2008) argue some 
authenticity can be compromised when the interviewee feels their professional 
identity is at stake. As the teachers’ supervisor, I had to handle the interviews 
carefully.  
These prompt questions, included as Appendix A, were asked only after 
ensuring the teachers understood I was willing to be told things even if any or all 
responses may have been uncomfortable to hear or might challenge ideas I had been 
promoting. I made clear the interviews were a chance for me to learn. The interviews 
served the purpose of helping me check on any self-doubt I may have experienced 
about the effectiveness of my leadership as an aspect of the reflexive cycle. The 
interviews were a secondary data source, a way for me to verify what I had 
experienced as the principal leading for the growth mindset and was writing about in 
my journal entries. Equally, if the teachers expressed a point of view that clashed 
with my experience in leading for a growth mindset, then these answers provided me 
with clarification about how my leadership was being experienced by teachers. It was 
a chance to hear the “self-stories and personal experience stories” (Denzin, 2002, p. 
350) of the teachers. These conversations were integrative, in that answers provided 
by the teacher was the basis for the next question, or to probe for clarification about 
what the teacher was experiencing.  
These interviews were conducted on 13 and 19 November 2014, weeks five 
and six of the ten week fourth term, the final term of the school year. After I 
completed each interview I used my journal to reflect on responses, and, 
retrospectively, any generative moments. 
3.4 ANALYSIS 
This section provides an overview of how I completed data analysis. The 
research data consisted primarily of my personal journal, written daily during term 
four of 2014 from September to December as a reflexive review of the day and the 
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key events that occurred during the day, or that were contextually relevant to the 
events of the day, as well as the transcripts from the interviews with the four 
teachers. Minor data analysis occurred simultaneously to the data collection 
(Merriam, 2009), particularly that data which was needed in order to inform the 
teacher interview questions. To safeguard the data from corruption or loss, duplicates 
were created as possible. All data was stored away from the school, in secure file 
storage where only I had access. Electronic data entry was completed on a personal 
computer and stored securely on a drive established for this purpose. 
As narrative inquiry is a process of generating knowledge not only through 
actions, events and experiences (Polkinghorne, 1995), but also through social 
discourse (Wertz, et al., 2011) the data also included my reflexive thoughts on the 
conversations I had with teachers, and, as appropriate to my job and this research, 
students and parents. As described in Chapter One, Somers’ (1994) narrative 
theoretical framework, which compares and contrasts the public, ontological and 
conceptual narratives as ways to explain how situations and events are understood, 
was also used in analysing the journal entries. 
I read and re-read my journal entries line-by-line, highlighting, colour-coding 
and note-taking to identify significant details as they emerged. This produced both a 
cumulative coding of meaning from within an entry, and an integrative coding of 
meaning from across the entries (Larkin, et al., 2006), so that overlaps and 
redundancies were revealed. From this process I identified themes which I used to 
synthesise the data into a coherent whole by identifying the recursive elements that 
formed the generative moments (Coulter, et al., 2007; Polkinghorne, 1995). This 
reflexivity enabled the identification of changes in thoughts and actions, leading to a 
shift in understanding or practice provoked by an incident or a realisation of the 
causes of particular events. Thus, only retrospectively, were the generative moments 
recognised. I was able to readily attend to similarities and differences across the 
journal entries and noted trends that occurred in the process of providing leadership 
in the implementation of a growth mindset.  
Figure 1 is a sample of my how I annotated my journal entry, looking for the 
details of events that revealed my ontological narrative. The circled words and codes 
enabled me to identify the emotional impact of events, what Archer (2004) 
concluded were, “commentaries on our concerns” (p. 327, italics in original) that 
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drove me to develop my conceptual narrative as a way of addressing accountability 
demands. 
 
Figure 3.1. Example of journal analysis.  
 
The data from the teacher interviews were analysed more broadly for both 
validity and reliability. Silverman (2013) argues the quality of qualitative research is 
contingent on these two attributes. To address validity I listened to the interview 
whilst reading the transcript to capture the teacher’s intended meaning from the tone 
of the conversation as well as the words, so that my interpretation accurately 
represented the teacher’s views, as well as returning the transcript, or interview 
notes, to interview participants to check and endorse. I analysed the four interview 
transcripts, comparing the data fragments to identify the similarities and differences 
in the responses, in keeping with the evaluation by Silverman (2013) of the constant 
comparative method. In the constant comparative method the data from the 
interviewees was inspected and compared, and incorporated a constant going back 
and forth from the interview data to the journal data as the basis of undertaking this 
constant comparison.  
In establishing these similarities and differences, I was able to compare and 
evaluate the interview data against my thoughts and observations as recorded in my 
journal. This entailed “bracketing the phenomenon” which requires “reducing it to its 
essential elements ... so that its essential structures and features may be uncovered” 
(Denzin, 2002, p. 349). Each teacher’s answers were examined initially to gauge 
their understanding of the growth mindset, and my leadership of including the 
growth mindset as a way to supplement their existing pedagogical practices. 
 
 Chapter 3: The Methodology of Multiple Narratives 41 
Variations in responses were examined more deeply to reflexively identify the 
essential patterns and tensions that emerged from the interviews to further inform the 
generative moments. I re-read the transcripts and identified the themes and details 
relevant to how the teachers applied the growth mindset concept and consequent 
changes in pedagogical practices.  
Further use was made of the interview data as a cross-referencing to my journal 
data. This involved analysing the interview transcripts to see if the themes and 
beliefs expressed by the teachers were consistent with the themes and beliefs I was 
establishing from my journals. Silverman (2013) identifies the degree of consistency 
within the data as a hallmark of reliability. For this reason I paid particular attention 
to each interviewee’s explanations regarding their understanding of how the growth 
mindset could impact student learning, as well as their description of their use of the 
growth mindset. The consistent response of the teachers demonstrated the reliability 
of the data. The existence of such consistency provided a sense of converging lines 
of inquiry (Littleton, Scanlon, & Sharples, 2012) that emphasised the importance of 
the contextual and relational nature of my leadership (Clandinin, et al., 2007). This 
data consistency confirmed the connection and accuracy of my beliefs about my 
leadership practices and the teachers’ experiences of my leadership in action. The 
research was enriched through these different perspectives (Patton, 2002). 
Additionally, the independent reporting of my actions and behaviours as principal 
from the teachers’ perspective afforded me confidence in my journal entries as a data 
source. As this narrative inquiry involved me as a participant, this reliability lessened 
the effects of my subjectivity in data analysis, (Stake, 2010) so enhancing the 
credibility of the study’s findings. 
3.5 ETHICAL ISSUES 
I gave significant consideration to how I would ensure that this study was 
conducted in an ethical manner. In this section I describe the three specific elements 
of the research project that I addressed to ensure the ethical conduct of the research 
and me as the researcher, and as the principal. 
The first element for ethical consideration regarding this research was that no 
harm came to any participants (Australian Vice-Chancellors Committee, National 
Health and Medical Research Council, & Australian Research Council, 2007). To 
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address that consideration three specific actions were implemented. The first was to 
provide all teachers and staff with a full background briefing that established the 
intent and processes of the research, with particular reference to the actual 
requirements of both principal and teachers. Second, I ensured all teachers were 
invited to be participants in using the growth mindset as a pedagogical practice, and 
that all teachers were given the opportunity to participate in professional 
development regarding the growth mindset. I asked for volunteers from among all 
teachers to be interviewees.  
The most pertinent consideration among these aspects was the fact that the 
teachers were in a direct report relationship with me. Kemmis (2006) identifies the 
difficulty in establishing the “social and discursive conditions” to allow the process 
to take place with open and fearless dialogue, and without the pressure “to act or 
move on” (p. 472). There was a risk that as I was in a position of administrative 
power, teachers would feel vulnerable in the research conversations about revealing 
any opinions about my leadership that I may not agree with. There was a risk that I 
might react unfavourably, and thus jeopardise their reputation and employment. It 
was essential to maintain the integrity of my professional conduct. I knew that the 
possibility existed, however unlikely, that I could be required to discipline or censure 
one or more of these staff members. There was also the possibility, again unlikely, 
that discussions with these staff may reveal information about activities and 
processes that were not officially sanctioned, or could be contrary to school or 
departmental policy. In such scenarios I had to be able to keep separate my 
researcher role and my principal role.  
I organised for any direct supervisory oversight of the interviewees to be 
undertaken by another member of the leadership team should that need arise, a 
strategy used by other researchers in similar designs researching in their own context 
(Willis, 2011, p. 82). When I outlined the research project to all staff, and sought 
volunteers from among the teachers to be interviewed, I provided all staff with a 
written statement that addressed this concern, and what action was available to them 
should they feel in any way that I had breached the intent of the statement. Included 
in this statement to all staff were the contact details of my supervisor in Education 
Queensland, and my academic supervisor from QUT, so that teachers could contact 
them to discuss any concerns they had about the impact of the research on their 
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relationship with me as their supervisor.  This process was to mitigate risk to teacher 
participants and to ensure they gave informed consent to participate. This statement 
is included as Appendix B.  
The second element for ethical consideration was to take steps to see that 
confidentiality was assured. The school name and names of participants were not 
used and were replaced with pseudonyms. Details to provide the context, such as 
school type and general geographic area, year level taught by the interviewed 
teachers, experience of the principal and the teachers, and school pedagogical 
framework details and priorities were either omitted or generalised wherever 
possible. Furthermore, interviewees were advised that they could withdraw their 
consent to the interviewer for the interview at any time without penalty. In order to 
maintain full disclosure to teachers, full transcripts, or, in one case, notes of the 
interview, were provided to individual teachers so that they could verify and alter the 
record should they wish (O'Toole & Beckett, 2010) prior to analysis.  
Finally, there is a risk to me. This report might be seen as criticism of my 
employer, particularly as it deals with my experiences of the climate of 
accountability, which I have associated with the public narrative. My criticism of the 
public narrative could harm my reputation, if it is seen as being contrary, and or 
antagonistic to the corporate image of my employer. As noted by Jones (2012) 
expressing a view that differs from leaders senior to an employee is risky. To 
alleviate this risk I contacted a senior member of my employer’s management team 
to discuss my thesis. As at publication date, no response has been received. 
Ethical clearance was given by QUT and from Queensland State Schooling 
before data collection commenced. The ethics approval number is 1400000529. All 
processes used in this research abided by the principles as described in the national 
guidelines, https://www.nhmrc.gov.au/guidelines-publications/e72, as well as QUT 
and Queensland State Schooling guidelines and requirements, ensuring participants 
were supported throughout the research. There were no concerns raised by 
participants during the conduct of the research or by the time of this publication. 
3.6 CHAPTER SUMMARY 
This chapter has outlined the research methodology that was undertaken for 
this study. The narrative inquiry model was shown to be an effective approach to 
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recording and contextualizing the complexities of human actions to tell the story of 
the development of a growth mindset approach to improving student learning. A 
personal journal detailing my actions in leading for a growth mindset in an age of 
accountability was used to collect data. This was supplemented by individual 
interviews with four teachers. Ethical considerations regarding teacher participation 
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Chapter 4: Internal Conversations: the 
Generative Moments in the 
Lurking Emotions of Change 
Leadership 
This chapter consists of an analysis of 36 journal entries written from 
September to December 2014, a period which covers the final term of the school 
year, and 3 entries written during the school holidays in January 2015. The analysis 
was to inform the research question: “What are the generative moments for a 
principal in leading for a growth mindset?” In addition, I analysed transcripts of 
interviews with four teachers that I conducted in the middle of the research period, 
being the final term of the school year.  
These entries and transcripts are analysed using Somers’ (1994) narrative 
theoretical framework, as described in Chapter One, which distinguishes between 
ontological, public and conceptual narratives, so as to examine how the intersection 
of these narratives shaped a leader’s experience of change leadership. In particular, 
the significance of the ontological narrative, and the driving emotion of self-doubt is 
highlighted and analysed. Self-doubt is conceptualised as encompassing the emotions 
of anger, frustration, excitement and elation. The chapter concludes by identifying 
four generative moments in the leadership of change, and how these were generated 
by key emotions as I navigated between the narratives. The implications for change 
leadership are then examined in Chapter Five.  
4.1 INTRODUCTION 
This chapter is an analysis of my journal entries and interviews, particularly 
seeking to identify those moments that generated a change. The journal was written 
during the last term of the 2014 school year, from September to December, and 
detailed my personal thinking regarding my leadership of change during this time. 
The change, to introduce and encourage the use of the growth mindset within our 
school’s developing pedagogical framework, which was also in its development 
stage, was introduced in September, the beginning of the last term. I outlined to staff 
the concept, how I had found it useful for personal self-improvement, before stating 
 46 Chapter 4: Internal Conversations: the Generative Moments in the Lurking Emotions of Change Leadership 
how it could improve our pedagogical framework and, in so doing, address the public 
narrative of improving student results. At the same time I reiterated my ontological 
narrative that by focussing on great teaching the results would take care of 
themselves, as well as the importance of having a broad definition of what it was to 
be a successful student. I then began to issue staff with a weekly newsletter devoted 
to the growth mindset and how it could be used in the classroom. During the term I 
visited classrooms to assist teachers in using the concept with students, or to observe 
the teacher using the concept. Staff meeting time was given to sharing thoughts and 
ideas about its applicability and value. Many informal conversations were held with 
teachers about the growth mindset throughout the term. 
The generative moments grew out of these leadership behaviours and the 
interactions they generated. As this chapter will show, the generative moment was 
often realised after the event, through the process of reflexivity. As in any narrative, 
complications and resolutions were part of the journal entries, and it was often from 
these that the generative moments were revealed. It was the process of leading this 
change, of engaging with staff for the purpose of seeking constant improvement, that 
formed the basis of the journal entries from which the generative moments have been 
distilled. In this way the journal entries form the narrative of my leadership actions, 
as a school principal, telling the story of the emotional impact such leadership 
activities had on me.  
In writing each entry, I would remind myself to reflect on my day as influenced 
by, and leading for a growth mindset. However, my later analysis showed that many 
entries made little or no direct mention of this concept. The entries covered a number 
of seemingly routine matters such as: dealing with teachers’ frustration regarding 
particular student’s behaviour, managing my time so as to get all the administration 
of the school done whilst being available to staff, parents and students, keeping our 
social media interfaces up to date, maintaining collegial networks, meeting with 
parent groups, dealing with the unintended consequences of enacted policy, meeting 
with my supervisor, planning for student interactions and public performances, 
managing communication between parents and education authorities, liaising with 
the department’s legal department regarding a perceived threat to student safety, and 
reviewing progress of initiatives. Yet, even if these entries did not specifically 
address the growth mindset (that is, the conceptual narrative), each, in its own way, 
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captured events and interactions in my day that caused me to think reflexively about 
the feelings of success or failure of my leadership that resulted from those moments. 
Analysis of my journal showed how these diverse happenings and exchanges were 
the impetus for generative moments. I recognise I was undertaking what McTaggart 
(1994) called new ways of acting in response to the excitement and elation of those 
successful interactions, or the frustration and anger emanating from disappointment, 
failure, or the feeling of being let down by the system.  
4.2 NARRATIVES 
In the case of this inquiry three narratives provide both a descriptive 
explanation of my actions, and an account of the emotional impact of leadership on 
me as the leader of change. While they interconnect, this first part of the chapter 
identifies how the public, conceptual and ontological narratives were constructed 
through the change process as recorded in the journal entries. 
4.2.1 Public narrative 
Public narratives are the messages denoting the priorities and aspirations of the 
community they serve. Somers (1994) describes them as “attached to the cultural and 
institutional formations larger than a single individual” (p. 619). Public narratives are 
politically infused messages that are meant to describe the purpose of a policy, and 
are used to justify a course of action. In analysing my journal entries, the public 
narratives most significant for me were those associated with the external pressure of 
accountability (MacBeath, 2006), and in particular student achievement in 
standardised and national testing (Smeed, 2010). Throughout my journal were 
multiple references to this accountability narrative: 
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This external accountability pressure became so evident towards the end of the 
school year that I delayed writing the final two journal entries, as my frustration had 
grown so debilitating, I could not have made full sense of all that was happening. At 
the same time I was conflicted by the sense that the events I was reacting to were 
normal elements of my employment, aspects of my job that were common to all 
schools, particularly at this time to the year, and to feel as I did may have been a 
weakness on my part. I needed time to be able to reflect on these events with greater 
equanimity. 
As the principal I considered it my role to scrutinise this public narrative 
through the lens of the moral purpose of education, to offer staff a way of working 
that would engage their sense of identity as agents of learning and change. As a 
leader I was navigating the accountability demands inherent in the public narrative, 
but with the conviction that it was possible to achieve those performance goals whilst 
upholding the moral purpose of education. (For a fuller explanation, see Appendix 
C.) To lead this process of addressing the public narrative and engaging staff as 
agents of change I realised I was developing with them a conceptual narrative of 
learning.  
4.2.2 The conceptual narrative – “growth mindset for all to flourish” 
The conceptual narrative was the narrative of change I was developing with my 
staff that described why and how we would pursue pedagogical practices that would 
• This occurred at a time when no school could escape the dictate to lift 
NAPLAN scores. Whilst metropolitan region was leading the way as 
far as Queensland was concerned, there was an openly stated desire to 
achieve two principal goals: 
o 100% in national minimum standards in NAPLAN; and, 
o Lift percentage of students in the Upper 2 Bands of NAPLAN. 
   Written: 14 September 2014 
• Data walls are a product of the measurement regime that operates in 
the belief that improvement comes from measuring improvement.  
Written: 22 October 2014  
• There can be no denying that NAPLAN is an accountability measure. 
It drives the school improvement agenda. It is the single comparative 
measure available that demonstrates how well our students are 
performing compared to all others in Australia 
Written: 27 October 2014 
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Yep, I hadn’t heard of ‘growth mindset’ before. 
When you explain it that sounds familiar to me, 
or maybe common sense. I had never heard it 
put in those terms before. 
 
serve to achieve high levels of internal accountability measures, whilst meeting the 
demands of external accountability (Gonzalez & Firestone, 2013; MacBeath, 2006). I 
introduced this conceptual narrative of internal accountability at a staff meeting prior 
to the start of 2013, and subsequent meetings where the topic of our school 
improvement was on the agenda. It supplemented the public narrative of NAPLAN 
testing as an accountability measure with the message that whilst others would judge 
us according to our NAPLAN results, our challenge was to find a way to judge 
ourselves according to our sense of effective teaching and learning.  
Somers (1994) identifies that the role of a conceptual narrative is to mobilise 
social action to create social agency, that is a “collective identity” (p. 614). The term, 
growth mindset was new to most staff, even if some expressed their belief that the 
idea seemed to exist for them prior to hearing the term. Teacher voices were given 
high priority in the narrative, using quotations as a form of verification and as 
evidence of validity, allowing the participants to speak for themselves and be heard 
(Burnett, 2003). Teacher responses are represented here in separate call-outs, to 
deliberately distinguish their thoughts from my narrative and to highlight their own 





    
 
Ben, 13 November 2014 
 
I am conflicted. I want students to delight in their own efforts toward 
understanding, to be good people, contributors, successful. I want them to 
experience all that school can offer. I want them to excel in those tests that others 
will use to judge our performance. I cannot lead a school where our worth 
is determined only by these standardised measures, but nor can I ignore the 
importance others place on these same measures.  
 
Written: 7 October 2014 
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Chloe, 13 November 2014 
While the terminology was new, staff were quick to see its potential, and 







Debbie, 19 November 2014 
 
      
 
 
             
 
Deanne, 19 November 2014 
The interviewed teachers indicated their interest in using the conceptual 
narrative to help the students learn, but also as a way of strengthening their identity 
as teachers. The growth mindset engaged them as professionals and sparked further 
interest in self-development. It offered them what Day (2002) identified as a greater 
sense of agency as they rose to the challenge of incorporating self and peer judgment 
into the pursuit of effective teaching and learning, and making a difference in the 
lives of their students. 
And it’s part of our pedagogical framework as 
well…it’s that whole the wobble zone, and it 
ties in with that. I don’t necessarily use the 
growth mindset terminology. 
It seemed to me that we were, in 
many ways, already doing this. Now 
we had a language to use, to share, 
and this allowed the kids to 
understand it better. 
I had heard about it, but probably not as much as, until 
you started talking about it, and then reading the 
newsletters, and then I get that aha moment and I think, 
“Yeah, I can see where that fits in; and I can relate to 
that. I understand what you’re talking about.”  
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          Ben, 13 November 2014 
However, those moments when the light bulb goes on 
reinforces the fact that yes, you’re here to help these 
children, to move them along, to educate them. 
 
Goal setting was the big one. I remember when we 
started on goal setting and we were using the hand to 
have 5 goals. It seemed that it was just something we 
did each term to comply with a demand. It was just 
another thing. Not particularly relevant. But the growth 
mindset allows goals to be set with reference to the 
kids’ level of engagement and challenge. 
I’ve probably started to use it a lot myself, more as a 
reflection. I think, I could be one of those people 
who gets into a fixed mindset; who really, no, says 
this is just the way it is, and we’ll keep doing it. And, 
this year, the challenge of a student really made me 
use that growth mindset language more. 
To me, it’s not something I plan, it’s something I have 
in my head, when I approach something now; and really 
being mindful when I’m talking to kids, having that, and 
it might be using those terms, growth mindset, or fixed 
mindset, but it’s more approaching a situation. It’s sort 
of another tool in your toolbox, I suppose. 
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The interview transcripts revealed the concept had become part of the culture 
of the school. It was clear from these conversations the conceptual narrative had 
become normalised and we were collectively developing teacher efficacy (Skaalvik 
& Skaalvik, 2010). I had observed this as well, noting how readily staffroom 
discussion focussed on pedagogical practices, and the invocation of a genuine 










          
 







Deanne, 19 November 2014 
To be a part of the culture it needs to become part 
of the conversations. This has happened. 
Well, the only way I could be using it, the way I’m 
using it now, is the way you’ve obviously built it into 
our language, I guess. Our culture here. I like the way 
you haven’t approached it like a new fad. “This is a 
new thing…this is what we’re going to do.” I feel it’s 
been a bit more, “Here’s something I think you could 
benefit from.” 
 
Staff use it, you end up having discussions 
about it in the staff room. So, if you’re 
asking me whether it has become a topic of 
conversation – yes.  
  





Chloe, 13 November 2014 
From a leadership perspective I was elated to hear these thoughts. However, 
being aware of the possibility that the teachers’ responses reflected on their identity 
as good teachers in front of their school’s principal, I conducted the interviews as an 
interrogative conversation, a form of active and methodical listening (Yanos & 
Hopper, 2008) to give the responses a sense of authenticity. From these interviews, 
as recorded in journal entries, and as noted in informal conversations with staff in 
general, it was evident to me that teachers embraced, and had confidence in this 
conceptual narrative. In my mind the school was positioned to light the way for 
others. It should have been the proof I felt I needed to maintain a strong belief in my 
leadership (Carroll & Levy, 2010) and my ontological narrative. But that was not 
really the case. Conversations I had with principal colleagues, regional newsletters 
with a focus on improving student results, and requirements to demonstrate our 
tracking of improvements all sowed seeds of doubt about my ontological narrative of 
what constituted an excellent education. The remainder of this chapter is an 
examination of the turbulence I experienced in leading staff toward a conceptual 
narrative whilst managing this tension between the public and ontological narratives. 
4.2.3 The ontological narrative – “fuelled by self doubt” 
Through the data analysis, my ontological narrative was revealed in how I 
made sense of the demand for school improvement whilst staying true to my values 
and beliefs. Principals can experience a tension when a difference exists between 
what they are expected to do as school leaders, and how this aligns with their own 
beliefs (Nyberg & Sveningsson, 2014; Pignatelli, 2012). Journal entries revealed a 
consistent desire to broaden how success is viewed, and a tension between the need 
to do my job, what Gonzalez & Firestone (2013) described as external accountability 
And the look; so it’s that language that you’ve 
actually embedded in the culture of the school. So I 
think that’s helped too. And then you take it on as a 
whole school approach, rather than just the 
individual. 
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demands, and my worldview of what it is to be successful. My ontological narrative, 
represented here as a collection of emplotted stories (Somers, 1994), was generating 
my leadership identity. The construction of my ontological narrative was part of my 
conscious leadership practice (Karp & Helgø, 2009) as I worked out how I would 
strengthen my leadership. Here I examine entries that were most significant in 
provoking my awareness of my ontological narrative. 
4.2.3.1 My walk to work 
The My Walk to Work entry had been written with just four weeks of the school 
year left, but it was an external event that prompted the entry. Even so, the 
motivation for the reflection was all about me being a better leader, and making a 
difference in the lives of others, whilst also facing the reality of my own mortality. 
Being strong became my mental mantra over the remaining weeks of the 
school year. As I walked to work I believed being strong would mean knowing why I 
was undertaking any course of action. But, it also meant knowing that I may be 
wrong, and may need to both admit to errors and be ready to alter course. Being 
strong worked as mental preparation for the day ahead as well as a reminder that my 
ontological narrative was likely to face challenges and setbacks. This personal 
experience had the effect of steeling me for the journey. 
But this week Mum went into hospital. Again. Over the last few years 
she has really gone downhill and it has occurred to her children that one 
of these hospitalisations will be the last. This most recent episode got me 
to imagining what I would say in her eulogy. Lying in bed at 2:00 am 
thinking what you’d say at your mother’s funeral is not the sort of thing 
that lulls you back to sleep. What you end up doing is a lot of reviewing 
and editing of possible statements. One such thought went along the 
lines of, ‘When you lose a loved one you often imagine all the things 
you’d wished you’d said when you had the chance. One thing I would 
never have had to say to mum was to “be strong”, because it is 
impossible to imagine her ever being anything but.’ 
 
And it was that thought that has stuck with me, and it is that being that 
has consumed my walk to work this week. I don’t have to think about 
what I will be. I know. I will be strong.  
Written: 5 November 2014 
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4.2.3.2 Origins of resistance 
A generative moment was when I realised why I am not comfortable with 
black and white thinking, associating such thinking with literal interpretations. The 
catechism lessons of my schooling, appreciated much better for the passage of time, 
were emblematic of personal experiences and lessons that played an important role in 
the formation of my ontological narrative. My ontological narrative had developed 
over time, since childhood even, but had firmed only through what Archer (2007) 
described as a process of reflexivity, whereby I had been motivated by those things 
that most concerned me to exercise some governance in my own life, “as opposed to 
‘passive agents’ to whom things simply happen” (p. 6). Without this reflexivity 
regarding my place and the role I would play in the social order the causal power of 
personal experiences may not have been recognised, or even understood. 
Free will, I understood, allowed me to resist the dogma of certainty. But, of 
course, resisting is not enough. An alternative must be provided. I realise now that 
the alternative narratives had become my conceptual narrative. There existed a 
tension between the public narrative and my ontological narrative, one that I 
reflected on in many journal entries. Nevertheless, I found myself repeatedly trying 
to make clear that I was not rejecting the public narrative completely. This 
ontological narrative was the basis of the conceptual narrative I suggested as a 
reframing of the public narrative. My conceptual narrative included the growth 
mindset concept put forward by Dweck (1999) to create the shared language and 
circumstances to make it possible for all students to not only be terrific at that which 
interested them, but to make the most of these opportunities. 
• It seems a constant refrain from an incredible number of people to 
bemoan a lack of certainty, an equilibrium. What is paradoxical is 
change, constant change, has been the very thing to have caused our 
species to reach our current level of civilisation. 
9 November 2014 
• Certainty is, in large part, a delusion. Certainty can mean a mind 
closed to other possibilities, ill prepared to deal with the unexpected 
and unplanned. 
15 November 2014 
•  
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All of the journal entries showed I constantly faced the contradiction of arguing 
against a system that demanded improvement, whilst actively pursuing it myself. I 
worried that I was being hypocritical, pushing back against top-down directives to 
pursue excellence while offering a conceptual narrative that was devised as a way of 
being excellent. This was a tension I navigated daily, as did many principals faced 
with the desire to be inclusive of all students while facing what Holmes, Clement & 
Albright (2013) described as the imposition of top-down improvement measures. The 
implications for leaders living with tension is analysed more in chapter 5. What is 
analysed in the remainder of this chapter, are the five strongest emotions that 
featured in the journal entries. They are analysed for their connection to generative 
moments for leading change. See Appendix D for another example. 
4.3 EMOTIONS 
As I analysed the journal entries, the two negative emotions of frustration and 
anger and a positive emotion of excitement frequently appeared. As I reflected more 
through the thematic analysis, it became clear that these emotions centred around one 
key emotion of self-doubt. Self-doubt is highlighted in the literature by Hawkins and 
Edwards (2015, p. 25) as the “symbolic liminal ‘monsters’” of uncertainty. Self-
doubt lurked in the shadow of my identity as a leader, forcing me to confront the 
possibility I was a recalcitrant leader too stubborn to follow the directives from 
above to simply focus on student test scores. Tentative belief cursed with doubt, is 
what Locke, Golden-Biddle & Feldman (2008) claim is an essential part of 
energising the generation of possibilities. I experienced this sense of doubt daily, 
worrying that my ontological narrative might have been flawed; that maybe I was 
wrong to push back against the tide of public accountability. And yet, this doubt, this 
generative tension, energised me to encourage staff to understand and use the growth 
mindset as a way of maintaining student effort toward continuous improvement. 
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 Even when I saw the growth mindset offer all students hope for success, the 
excitement and elation was 
tempered by frustration and 
anger when an 
accountability regime in 
the public narrative 
(Cranston, 2013; Dinham, 
2013) favoured an explicit 
instruction, rote learning 
model for the purpose of 
improving test scores 
(Klenowski, 2013; 
Sahlberg, 2010). This 
frustration is illustrated in 
figure 4.1.  
Figure 4.1. Analysis of journal entry. 
 
Coding from 27 journal entries created a collection of direct references to these 




Figure 4.2. Emotions revealed in data analysis. 
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I was surprised to find these emotions so prevalent in my journal entries. Yet, 
at the time I was writing the entries and leading the school, I was conscious of the 
emotional roller-coaster being a part of my daily experience. Interestingly, it was the 
irregular and often little moments that sparked the uplifting emotion of excitement. 
Through analysis of the journal entries I recognised the frequency and impact of the 
emotions, particularly frustration and anger, as I navigated between the public, 
ontological and conceptual narratives. I felt a palpable dissonance, identified by 
Berkovich & Eyal (2015) as the clash between “performativity demands and the 
professional commitment…to act on behalf of students’ interests” (2015, p. 136). It 
was as if I was too close to the action to be able to discern the prominence and 
patterns and links of what Hawkins & Edwards (2015) argued is a common 
leadership struggle to balance knowledge and the appearance of certainty with the 
vulnerability of being in a constant state of doubt. These emotions, I now realise, 
were, as Archer (2004, 2007, 2009) argued, an embodiment of my concerns, the 
palpable physical sensations and mindful, intellectual spurs (Locke, Golden-Biddle, 
& Feldman, 2008) to take action. Moorosi (2014) argued for the role of reflection in 
the construction of a leader’s identity. It has been through reflexive consideration of 
the concerns I experienced through my emotional responses that has provided the 
key to further understanding myself as leader. 
To illustrate the range of emotions and their impact on me when leading for a 
growth mindset in a climate of accountability, the rest of this chapter presents an 
analysis of how these emotions informed four generative moments. Analysis of two 
additional generative moments are included in the appendices. 
4.3.1 Emotions and generative moments in leading the conceptual narrative 
As argued above, the emotions were generative. Each emotion was the impetus 
for “reflexive deliberation” (Archer, 2004, p. 331) regarding those elements of the 
events and circumstances that were of greatest concern to me. This process of 
making sense was pivotal in giving me the confidence to drive the conceptual 
narrative at the school. 
4.3.1.1 Generative moment 1: Frustration with teaching as a private practice 
This generative moment was an immediate response to a journal entry written 
early in Term 4, and focussed on my ontological narrative relating to the importance 
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of establishing an internal framework against which we would hold ourselves 
accountable, (Gonzalez & 
Firestone, 2013). The 
predominant emotion was 
frustration, triggered by 
teaching remaining what 
Eslinger (2014) described as 
an essentially insular 
practice. It was generative as 
it forced a change in how I 
structured teacher 
collaborative practices. A 
great deal of the public 
narrative about improving 
student learning focuses on 
the individual teacher 
(DETE, 2013b). 
      Figure 4.3. Analysis of professional learning communities 
The journal entry data (figure 4.3) displays how this was frustrating to me, for 
it implied the problem existed with a system that had allowed, over time, teachers to 
become insular and to do as they pleased, regardless of whether evidence supported 
their pedagogical practices or not. I felt at the time that the mantra could be 
interpreted as one of, Fix the teacher and you fix the learning, without seeking to 
change the systemic conditions that enabled insularity. 
My response, as a principal, was to challenge this public narrative with my 
staff, and seek an alternative narrative whereby every teacher had access to 
pedagogical practices which were known to have the greatest impact on student 
learning (Hattie, 2012). Even so, as I observed, and was delighted by teachers’ 
willingness to participate in this reframed narrative put forward as part of the 
school’s improvement agenda, I experienced frustration with our attempts to 
deprivatise teacher practice. 
Deprivatising practice was one way I planned for teachers to hold each other 
accountable to the principles of good practice we had identified in our school’s 
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pedagogical framework. 2014 was the first full year staff were expected to make the 
pedagogical framework the cornerstone of their teaching practices, and facilitate their 
teacher identity as collective and participatory professionals (Fuller, Goodwyn, & 
Francis-Brophy, 2013; Pyhältö, Pietarinen, & Soini, 2014). I regularly used staff 
meetings, newsletters and conversations to establish the value of teachers reflecting 
on their practice, individually and collaboratively, so that through working toward a 
common goal, we would build collective and authentic identity (Parkison, 2013; 
Somers, 1994). Across terms 3 and 4 all staff formed professional learning 
communities to collectively investigate their teaching repertoire.  
It was anticipated that members of these professional learning communities 
would visit their colleagues’ classrooms as a first step toward what Priestley (2011) 
described as providing feedback for reflexive improvement of practice. Bruce, 
Esmonde, Ross, Dookie, and Beatty (2010), conclude that visiting colleagues’ rooms 
is the basis for deprivatising practice, yet is a difficult and complex thing to arrange. 
Initial responses to the idea indicated that staff were concerned about being judged 
and having to put on a show. 
Other professionals rarely observe teachers, and when this does occur, it is 
often managerial, supervisory and judgmental in nature. This is commonly endorsed 
as strong instructional leadership practice (Hulpia & Devos, 2010; Watson, 2014). I 
preferred a collaborative approach involving classroom teachers working and 
learning together as professionals to improve student learning, rather than 
supervisory visits which serve to check that the teacher is complying with a 
prescribed format for delivering content. Supervisory visits were associated with the 
accountability model that deprofessionalises and decontextualizes teaching, as the 
observed lesson is likely to be a showpiece, unnatural in its planning and execution. 
My frustration was twofold: how to make teacher observation non-supervisory and 
how to make it a natural part of being a teacher at our school. The journal entry noted 
this as my challenge. I recognised that colleague visits, if they were to become, as 
Holmes, Clement, and Albright (2013) depict, a cultural reality at the school, would 
take time. I needed to be patient to avoid imposing collegial visits, and in so doing, 
contradict my ontological narrative that expressed a belief in teacher professionalism. 
This was a generative moment. I realised that as a leader I needed to 
incorporate into the conceptual narrative a vision of staff collective professionalism 
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brought about by a willingness to share our practices rather than me dictating that it 
happen. This led to me taking steps to change the culture of teaching as a private 
practice (Ross et al., 2011). I began by modifying the conceptual narrative I shared 
with staff. This involved an accountability shift. Previously, when I had spoken with 
teachers about meeting our accountability requirements, I was referring to an 
approach, identified by Gonzalez & Firestone (2013) as external accountability, with 
its support for the public narrative of judgment based on performance on 
standardised test scores. Now, I shifted to MacBeath’s (2006) notion of internal 
accountability, whereby we should hold ourselves to account for student performance 
in all areas of learning. This frustration about the private, insular nature of teaching 
was generative in that I could see the benefit of teachers visiting their colleagues to 
observe and provide developmental feedback, all for the purpose of achieving our 
agreed-to internal accountability requirements.  
4.3.1.2 Generative moment 2: Anger about narrow measures of success 
under a system of command and control 
I was quite often at meetings when principals and school leaders gathered to 
listen to Education Department officers. The message was solely about NAPLAN, 
and how we ranked, and where we could improve. In some cases, we were told what 
we had to do in order to achieve this improvement. Central to these instructions was 
the statement that we, as principals, were accountable for our school’s performance 
data. At the time, I felt that being accountable was not the problem. The problem I 
saw was being accountable for such a narrow definition of what it is to be successful. 
Command and control is a typical top-down approach when there is little trust in the 
actions of those responsible with putting policy into practice to meet system driven 
accountability requirements without explicit guidance regarding processes to follow 
(Lingard & Sellar, 2013; Vähäsantanen, 2015). As a principal I felt many policy 
statements carried the implication of requiring absolute adherence to the directive by 
all accountable officers. Whereas on the one hand the system’s espoused beliefs 
promoted school autonomy, on the other hand enacted beliefs suggested otherwise.  
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Two journal entries in particular provided some contextual detail to my anger. 
The first, written mid-term, discussed the rise in the use of short-term performance 
goals targeting standardised measurements privileging the easily tested and normed 
(Cranston, 2013; Dinham, 2013; Hamilton, et al., 2013) brought about by the 
publicly espoused need to 
improve school 
performance as judged by 
international league 
tables of attainment. My 
ontological narrative was 
based on what was in the 
best interests of 
individuals and society 
over the long term. 
Figure 4.4. Anger at performance measures. 
My journal entries show how short-term expectations of accountability made 
me angry. They focussed on the froth of test scores, not the substance of learning. 
They did not address the moral purpose of education (Cranston, 2013). I preferred 
the internal accountability of my conceptual narrative we pursued at my school to 
create the circumstances where ongoing professional improvement was being 
demanded, not from above, 
but from within, and based 
on the pedagogical 
framework all schools were 
expected to have. This 
mirrored what MacBeath 




effort from their colleagues. 
Figure 4.5. Analysis of anger. 
 
Written: 22 October 2014 
Annotated: 12 March 2015 
 
 
Written: 28 October 2014 
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The journal entries repeatedly touch upon how my anger was due to not 
wishing to waste my time, nor the time of the teachers undertaking processes that 
have limited value, and do little to actually improve student learning other than in 
these narrow measures of success. 
The second journal entry was written a week earlier and focussed on the public 
narrative of data walls, and my anger relating to the expectation all schools would 
have data walls to show student progress. It was triggered by a meeting with 
colleagues and our supervisor where the topic of instructional leadership, and use of 
data, and data walls, had been raised. The use of data is premised on a belief that 
without measurement there is no impetus to improve. I rejected that sentiment, but 
with some doubt and uncertainty. Rejecting the statement did not mean rejecting the 
desire to use data to improve student learning. My ontological narrative was 
discordant from the public narrative only in the degree to which such data was used. 
My belief was that data was best when used to confirm teacher judgment and to 
inform pedagogical practices, and not as a way of purely measuring performance.  
The anger was a generative moment in that I focused my attention on being a 
transformational as well as an instructional leader. My view was that principals were 
being told to be instructional leaders, particularly when evidence claimed the effect 
on student learning was 3 to 4 times greater than transformational leadership 
(Robinson, 2010), a claim contested by Sun and Leithwood (2012). Even Robinson 
warns, “evidence about effective leadership practices is not the same as evidence 
about the capabilities that leaders need to confidently engage in those practices” (p. 
2). However, principals were told by our supervisors to be in classrooms telling 
teachers how to teach; to be command and control agents of a process that would 
improve performance outcomes. Instructional leadership was the principal’s role.  
Because this was a generative moment I added to it, interpreting 
transformational leadership as working together to analyse and understand ideas for 
improvement (Eslinger, 2014; Hallinger, 2003). A transformational leader looked for 
compelling arguments for a course of action (Chase, 2010), pursuing learning goals 
rather than performance goals and working collaboratively to improve teaching and 
learning (Drago-Severson, 2012; Harris, et al., 2013). Importantly, I believed 
transformational leadership became effective instructional leadership when a deep 
understanding of an idea for an improvement initiated action, so creating the 
 64 Chapter 4: Internal Conversations: the Generative Moments in the Lurking Emotions of Change Leadership 
conditions for teachers to make a direct impact on students (Dimmock & Goh, 2011; 
Robinson, et al., 2008). In reflexively questioning a directive to be an instructional 
leader, I better understood my leadership identity. The anger I had felt highlighted 
the clash between the public narrative and my ontological narrative. 
In hindsight I realise that the anger was productive, in that it led to recognising 
the generative moment, for without accepting the emotion and reflecting on it, I 
would have shrugged it off, accommodated the public narrative and got on with 
doing as most were doing. The anger drove me to uphold my conceptual narrative as 
a way of meeting the external accountability demands, whilst working to make the 
ideal of internal accountability part of the school’s culture. 
An example of the integration of transformational and instructional leadership 
could be found in the leadership of the growth mindset as an approach that could lift 
student performance. As described above, this was a generative moment as I began to 
reframe the language used to describe desirable learning behaviours with staff, 
students, and parents. Language is a powerful tool, with many words connoting a 
particular meaning. For instance, the word, struggle, connotes difficulty; hard, 
effortful work carrying with it the risk of failure. No one wants to struggle. But, if 
reframed as something to celebrate it can be transformational. I began to introduce 
new concepts into the conceptual narrative as I talked with staff, students and 
parents. I explained that struggling to succeed becomes a triumph of the will, a 
reason to celebrate perseverance and resilience, and is associated with success 
(Dweck & Master, 2009; Perkins-Gough, 2013). The struggle to succeed aligned 
with a concept given prominence in our pedagogical framework, which teachers 
referred to as the wobble zone, based on Vygotsky’s (2011) zone of proximal 
development. I responded to the systemic expectation to be an instructional leader by 
framing the wobble zone as a place where students worked hard, struggled, and put 
in the effort in order to be better learners. The successful reframing of the conceptual 
narrative, where effort produces results, was the basis of a shift from my negative 
emotions as a leader to positive emotions and leadership practice. I now turn my 
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4.3.1.3 Generative moment 3: Excitement about change taking hold 
While the negative emotions of frustration and anger flavoured many journal 
entries, there were many reflections at the same time about events that gave me cause 
for great optimism. The stress I experienced due to being uncertain of my conceptual 
narrative was reduced as evidence emerged of a growing acceptance among staff and 
students for the growth 
mindset approach I was 
advocating. I had been 
concerned about introducing 
the growth mindset as it could 
have been one too many new 
things for teaching staff, 
particularly in the final term 
of a school year. One 
particular  
Figure 4.6. Excitement with growth mindset use. 
entry (see figure 4.6), written toward the end of the term, detailed an impromptu 
conversation I had with several staff over morning tea, where they expressed their 
genuine interest in using the growth mindset to improve teaching and learning. The 
conversation began with an expression from the participants that the hope was any 
future principal would continue to support the school’s pedagogical framework and 
internal accountability approach. I asked what they feared if a new principal decided 
to take a new broom approach.  
Their answers were exciting for what they told me about their view of what we 
had been doing over the past two years in particular, and, delightfully, about the idea 
of the growth mindset. They feared seeing all their work count for nothing. They did 
not want to have to take a different approach when they saw our current approach 
working so well. But they really hoped that the growth mindset would remain part of 
the way the school approached learning.  
The conversation made it clear that the concept was well understood, and was 
widespread in its use, even if the use was different in different rooms. This view was 
given weight as it was expressed by a staff member whose role took them into a 
variety of classrooms. She had enjoyed the newsletter articles I had written as these 
Written: 9 December 2014 
Annotated: 15 March 2015 
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had encouraged her to reflect on her own actions, to take risks and to learn from the 
experience. Even with the recognition that some staff embraced the concept more 
than others, it was clear that many teachers were acting as agents of change, 
engaging with the growth mindset for other staff members, as well as the students. 
The idea was snowballing. 
This was not the only 
journal entry dealing with 
how the idea of the growth 
mindset was gaining 
traction. One entry was a 
reflection on the growth 
mindset newsletter, and the 
impact this was having on 
staff. Two episodes from 
this entry reveal the  
 
Figure 4.7. Reaching beyond school. 
newsletter’s reach as well as its effect. The first was to see where two staff members 
had taken an image from the newsletter and placed it so it was visible to them at all 
times, while another had published extracts from the newsletter outside the 
classroom for all students to see. The second episode occurred when one of our 
itinerant staff members popped in to share with me a book she had purchased the 
week before as a direct result of having read the newsletters, and becoming interested 
in the concept, and what it offered for her students. 
 
Written: 14 September 2014 
Annotated: 9 March 2015 
Our annual student elections went without a hitch. While it is the bigger thing 
from the day, there is but one real reflection at this time. Our students spoke 
about learning from their mistakes, of not always being right, of being willing to 
work hard. In the past speeches may have been about their time at the school, 
how they’ve been a part of everything, and how a vote for them is a vote for 
change. All that was heard today, but it was always interspersed with reward 
from effort. The constant theme was about a willingness to take on the challenge, 
to learn, and listen, and be the best they can be. They were ready to say they 
weren’t the best now, but that they would be, given the chance.  
 
Written: 1 December 2014 
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A third journal entry detailed the student elections held that day. In the 
reflection I noted how many of the candidates, in making a speech about why they 
should be the school captain, expressed the belief that they applied a growth mindset 
to all they did. If the students were so familiar with the growth mindset to be able to 
incorporate it into their speeches, their teachers had to have been talking about it to 
their classes.  
This was another generative moment for me as it changed my view about the 
general acceptance of the growth mindset concept, as well as reinforcing the 
importance of an evolutionary approach to its implementation. Furthermore, I 
resolved to include as many staff members as possible into change processes, seeking 
that snowball effect of collaborative effort (Kennedy & Smith, 2013; Timperley, 
2011). I would not be the one person with all the answers, preferring as Opfer, 
Pedder & Lavicza (2011) suggest as pivotal to influencing school-wide changes in 
behaviours, to give as many staff as possible, and as interested, the opportunity to 
influence the outcome, to direct professional learning activities. I would distribute 
leadership (Sun & Leithwood, 2012; Thomas, 2008). What had become obvious to 
me through this reflection was the need for incremental change. Whereas previously 
I had introduced new ideas and innovations and expected them to be taken up, 
relying on my authority as principal to bring about change, now I could see first hand 
the benefit, as highlighted by Opfer, Pedder and Lavicza (2011) of making it a part of 
the beliefs and practices of the school to give teachers the chance to influence 
learning. Each sense of a small win would accord a sense of progress. This 
incremental, patient approach to the introduction of the growth mindset nurtured the 
teachers’ collective interest in its use, for as Cherkowski and Walker (2014) noted 
“the way we reflect on and talk about our experiences shapes the way we work” (p. 
205). These conversations among teachers fostered a collective identity (Somers, 
1994) among staff. This collective identity seemed to have become part of their own 
epistemological framework. 
Reflecting on this generative moment months later, I realise that the successful 
introduction and implementation of the growth mindset as one way of meeting 
external accountability requirements was the result of my approach to introducing a 
coherent conceptual narrative of change. I had presented the concept as an option for 
consideration, giving all staff the time and space to consider its value as an additional 
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strategy in their pedagogical toolkit. I followed up with information that was 
practical and relevant, with examples and ideas for easy ways to incorporate it into 
daily practice. I provided links to the theory for those who might be interested in 
deeper understanding and knowledge. I shared with staff my own experiences with 
the process of challenging myself to overcome a fixed mindset. I offered feedback to 
staff when I saw them acting with a growth mindset, and encouraged them to share 
their own experiences with their students. I spoke to students about their fixed 
mindsets, when evident, and offered encouragement to think differently, using the 
growth mindset, to see its effect. I shared with everyone my excitement with our 
progress. The emotion of excitement induced a greater commitment to my 
conceptual narrative of change. I understood Cherkowski & Walker’s (2014) claim 
that what we attend to, grows. Excitement, as a generative moment, had proven more 
powerful than anger or frustration as an agent of positive, whole school change.  
4.3.1.4 Generative moment 4: Self-doubt about future-proofing and 
promoting the school 
In analysing my journal entries after the school year had finished I realised I 
had often wondered if my leadership processes were working. In my reflections there 
was a consistent self-questioning. I wondered if staff shared my belief in the 
conceptual narrative I offered as a reframing of the public narrative. This emotion 
was occasionally openly expressed, but more usually implied in almost all journal 
entries. I recall I was aware of this doubt on a daily basis, especially when confronted 
by external accountability demands, and the unrelenting barrage of the public 
narrative of the need to do whatever it takes to improve NAPLAN results (Harvey, 
2010). Principals had been told to do whatever it takes to lift our scores. My 
conceptual narrative would lift scores, I claimed. I expressed a conviction of the 
efficacy of the growth mindset (Dweck, 1999). Even though I was publicly 
confident, privately I was asking myself if I could convince my staff, and my 
supervisors, to believe with me, and to improve student learning, and therefore 
NAPLAN scores, by improving how all teachers applied themselves to the challenge 
of teaching, and all students applied themselves to the challenge of learning? 
However, while I experienced this doubt on a daily basis, reflective distance 
was necessary for me to understand the context and totality of this emotion. Self-
doubt was central to a tension that pulled at me, worried me, and forced me to a 
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threshold where I would constantly question both my ontological narrative and the 
conceptual narrative. When Holmes, Clement & Albright (2013) described a tension 
for educational leaders between the public narrative of test score accountability and 
the needs of all students, they encapsulated my experience. But, in the midst of my 
daily actions as principal I did not have the awareness of the emotional impact of this 
turbulence to give voice to this tension at the time. This tension and my self-doubt 
were such powerful forces that they could have been debilitating (Zembylas, 2010).  
With the luxury of reflective distance I realise the emotion of doubt was, as Hawkins 
& Edwards (2015) argued, a powerful prod to action. That action was to work hard, 
to hold my beliefs up to scrutiny to prove the worth of my conceptual narrative. 
As the end of the year loomed, I began the important task of thinking into the 
future, and the year to follow. It was in preparing for the year to come that I had to 
confront my own doubts relating to two specific elements. The first was preparing a 
handover document for the incoming principal. It was important to make clear that 
our school improvement agenda would involve many years of ongoing development 
as it was an organic, evolving document. Nevertheless, as I set down this summary of 
what we had done thus far, what remained to be done and what was the driving force 
supporting these actions, I was constantly aware that I should avoid making it appear 
as a manifesto that had to be followed. I knew I had no right to issue the new 
principal with such a directive. Such a command and control approach was anathema 
to me. 
Several staff members approached me so as to make known their fear that a 
new principal might change everything. This prompted a thought to try to future-
proof the school, so that a future principal would have no option but to continue our 
work. If I could be certain of my beliefs, certain of the validity and the worth of the 
conceptual narrative I had created, certain with the growth mindset concept as the 
best way to meet the school improvement agenda, then perhaps I could. But, I could 
not be so certain. 
The reflection I undertook as I wrote my journal entries provided the insight to 
frame my conceptual narrative tentatively, aware of my uncertainty, vulnerable to the 
possibility of failure, yet confident in its long-term worth. Kelly (2013) argues that 
being open to uncertainty and vulnerability is a “sign of strength, not weakness” (p. 
864). Chikoko, Naicker & Mthiyane (2011) describe the value in leaders using their 
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perceived strengths as a developmental starting point, particularly when combined 
with recognition of failures and weakness, in a critical reflection that tentatively 
seeks growth. I was convinced of the value of being open to future growth. 
The second element was the work teachers had done to research, write and 
create our pedagogical framework, and how they deserved for their work to shine, if 
not for all to see, then at least as proof of their commitment to seeking continuous 
improvement in their teaching. The teachers had earned the right to recognition from 
others. Vähäsantanen (2015), suggests that celebrating teacher agency and sense of 
worth as professionals is fundamental for developing educational practices, while 
Corrigan (2013) identifies the existence of thirst for recognition in the teaching 
profession. Simply put, they had earned the accolades. 
This was a generative moment for me. If I doubted the validity of my 
conceptual narrative I could not present it to a future school principal as our best 
practice. I set out to ask for and listen to the opinions of teachers who were putting 
the rhetoric into practice (Cranston, 2013; Lowenhaupt, 2014). The teachers I spoke 
to were unanimous in their view. They believed in what we had been doing; they 
believed in the value of making our framework the centrepiece of their practice, and 
they believed the results justified their efforts. 
On reflection I realise we had generated a shared agency (Frost, 2006), where 
all teachers contributed to and could feel collective ownership of the conceptual 
narrative. They accepted what Vähäsantanen (2015) described as the challenge of 
creating and maintaining their identity as teachers through remaining focussed on our 
pedagogical framework and the growth mindset. I had tapped into their personal 
desires to accord them the opportunity to be the most effective teachers they could, 
through planned self-improvement (Day, 2002; Pyhältö, et al., 2014). Despite my 
own doubt, and the resultant tension I experienced between my ontological narrative 
and the accountability demands of the public narrative, I sensed that teachers knew 
they were agents of their own development, and that internal accountability of the 
conceptual narrative was a professional approach to school and personal 
improvement (Gonzalez & Firestone, 2013; MacBeath, 2006). The growth mindset 
was not presented as something new, but as a way of providing feedback, and setting 
goals, and using assessment and data consistent with our existing pedagogical 
framework. Even so, this still necessitated a change in teacher practice. Goddard, et 
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al. (2000) argue that change is achieved through a compelling argument that makes 
sense to those who must put it into practice, while Clement (2014) and Pyhältö, et al. 
(2014) have identified that mandated change brews resentment. By aligning the 
change with an existing approach, and showing how it improves learning, I had 
provided the compelling argument. 
4.4 CONCLUSION 
The data analysis revealed a surprise in the emotional impact I had experienced 
in leading for a growth mindset in a climate of accountability. The growth mindset 
(Dweck, 1999) was the focus of my change leadership actions and behaviours during 
the research period. Emotions are important drivers of change. For Archer (2004) 
emotions are cause for reflexive deliberation, while Locke, et al. (2008) argue that 
emotion, and doubt in particular, is an essential element in generating possibilities 
for action. Similarly Hawkins and Edwards (2015) suggest self-doubt can be 
monstrous. Reflexive deliberation regarding the emotions played a significant role in 
identifying the generative moments that influenced my leadership actions and 
behaviours (McTaggart, 1994). Four emotions were typically present: frustration, 
anger, excitement, (sometimes I might go so far as to say elation), and self-doubt. 
Self-doubt underpinned all the emotions, and existed as I navigated a tension 
between the public narrative of accountability and my ontological narrative regarding 
the moral purpose of education as well as the conceptual narrative (Somers, 1994) 
that underpinned the change I led. This conceptual narrative featured the use of the 
growth mindset as method of highlighting the value of an internal accountability 
rather than external accountability model (Gonzalez & Firestone, 2013), a position 
supported by MacBeath (2007).  
Pertinent to recognising the importance of emotions with regard to the 
generative moments was an understanding of the process of transformational 
leadership. Sun and Leithwood (2012) argue that transformational leadership is 
effective in improving student performance, particularly when transformational 
leadership involves shared leadership, a focus on students and the development of 
group consensus, a point of view supported by Drago-Severson (2012) and Harris, et 
al. (2013). These aspects of transformational leadership help establish a compelling 
that argument that Chase (2010) argues influences teams to strive to achieve the 
shared vision. For me this shared vision, developed as a transformational leader was 
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necessary to address the tension of finding a way to make sense of the public 
narrative in such a way as to uphold my own ontological narrative. The tension was a 
product of self-doubt. Even when experiencing positive emotions such as excitement 
and elation I still felt what Hawkins and Edwards (2015) expressed as the fearful 
hand of doubt. Nevertheless, such emotions acted as a spur to action. In the next 
chapter I situate my findings from the analysis of the journal entries within the 
leadership literature, and examine the implications for change leadership. 
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Chapter 5: Restorying My Understanding of 
Change Leadership 
5.1 INTRODUCTION 
This chapter situates my personal experiences within a wider context to 
identify what implications these personal experiences may have for theories of 
leadership and professional learning for principals. In the first part of this chapter, I 
use Cambridge University’s Leadership for Learning (LfL) principles 
(https://www.educ.cam.ac.uk/centres/lfl/) as an evaluative framework to understand 
my experience of leadership generative moments. The second section extends the 
LfL principles to acknowledge the inner conversation of reflexivity and proposes a 
model to facilitate reflexive conversations among change leaders.  
5.2 REFLEXIVITY AND LEADERSHIP FOR LEARNING 
While in chapter 4 I was reflexive from a personal lens, in this chapter I use 
Archer’s concepts of the internal conversation as a mediating structure, emotions as 
revealing our concerns, and primary and corporate agency to reflexively evaluate the 
quality, and effectiveness, of my change leadership against an alternative and well-
accepted public narrative of learning leadership principles – LfL. Archer (2007) 
defines reflexivity as an “internal conversation [in which] the ‘object’ under 
consideration [is] being bent back in any serious, deliberative sense, upon the 
‘subject’ doing the considering” (p.2). My deliberations about my leadership in the 
journal entries, and then later, my analysis and theorising about my leadership, were 
two moments of reflexivity, or bending back. The generative moments emanated 
from this reflexive interplay of seeking to understand those things that concerned me 
most, and of exploring the implications of these concerns whilst imagining ways to 
alleviate them through adjustments to our existing school improvement projects. The 
reflexive, internal conversations I had were crucial to giving impetus to my 
determination to be an active agent in leading for learning. Reflexivity does not 
feature in the LfL literature, but it can and does align with LfL principles. 
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In my experience, each LfL principle was more effective, more deliberative, 
and more practical through reflexivity. The LfL principles involve a shift in 
“thinking and practice … from prior to new knowledge” (MacBeath, 2006, p. 4) that 
includes pragmatic thinking about the art of the possible. MacBeath identifies this 
pragmatic thinking as a cognitive process of determining the most practical course of 
action to achieve the desired outcome. Cognitive shifts in my leadership practice that 
stemmed from the generative moments resulted from reflexive consideration of the 
LfL principles. The generative moment was realising I needed to broaden the focus 
of the conceptual narrative, from the narrow view of the growth mindset as a way to 
challenge students to persist, to a broader conceptualising of the growth mindset in 
combination with the LfL principles. 
5.2.1 Learning as an activity 
The first principle of LfL involves focussing on learning as an activity, a 
practice cognate with what Archer (2000) calls the “fulcrum of knowledge” (p. 9). 
From my experience the LfL principle of focussing on learning as an activity is 
strengthened by the growth mindset as well as greatly enhancing the efficacy of 
learning. Seeking reward from effort, persevering and rising to the challenge enables 
learning to become an interpersonal activity rather than learning being a 
performativity and productivity measure. Yet, even as it serves my ontological 
narrative it addresses the public narrative. Using the LfL principles with the growth 
mindset forms a conceptual narrative that facilitates improved student learning, as it 
enables teachers and students to become active agents of learning through focusing 
on what matters, and what can be done about it, rather than being passive agents of 
learning (Archer, 2007). The first Leadership for Learning principle involves the 
“…effective interplay of emotional, social and cognitive processes…” (MacBeath, 
2010, p. 5) and as MacBeath (2007) makes clear, is built on the belief that everyone 
is capable of learning, and doing so continuously. 
5.2.2 Creating conditions favourable to learning 
This shift in the conceptual narrative was also particularly relevant to the 
second principle, that of creating conditions that favour learning as an activity. 
Creating the conditions in which the activity of learning featured the idea of 
increased collaboration was pivotal to shaping conversations among teachers 
regarding improved pedagogical practice, and as such confirms the LfL second 
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principle. Intuitively, collaboration seemed to be one of those LfL conditions 
favouring learning, and this is confirmed in the literature. Adamson and Walker 
(2011) argue teachers gain from the expertise of their colleagues. At the same time 
students gain from sharing and talking about their learning (Butman, 2014; Saiz 
Sanchez, Fernandez Rivas, & Olivares Moral, 2014). The growth mindset became 
one more tool I could use in a leadership approach, which, according to MacBeath, 
(2010) “enhances thinking about learning and the practice of teaching” (p. 6). 
Embedding the growth mindset as a metaphor for successful learning created what 
MacBeath (2010) described as “a culture which nurtures the learning of all members 
of the school community” (p. 6). As the growth mindset gained traction collaboration 
among teachers became a form of professional development and among students as a 
pedagogical tool for improved learning.  
5.2.3 Dialogue about Leadership for Learning 
Improving leadership and learning necessitates what LfL principle three 
describes as an external conversation. This involves, as Swaffield (2006) notes, 
teachers reflecting on their own practices and their own data, sharing their thoughts 
and engaging in debate with colleagues. This is an important precursor to changing 
their thinking through a process of double loop learning (Argyris, 2002). In my 
experience these conversations were made possible through transformational 
leadership (Sun & Leithwood, 2012), with its emphasis on relationships and 
differentiating for the needs of the individual, and was effective because of the 
culture of collaborative inquiry established in our professional learning communities. 
Teachers were corporate agents in debates seeking deeper knowledge and 
understanding of effective pedagogical practices. Through these contested 
conversations, teachers collaborated to intensify effective practice. Given the 
appropriate tools to deal with dissonance, and through reflexively examining their 
actions, teachers strengthened their understanding of how to effectively develop 
student learning.  
Meanwhile, the instructional leadership we were being pushed to apply was 
about standardisation and explicit teaching, all for the purpose of improving test 
scores as proof of improved student learning. This narrow construct of leadership 
concerned me, and the frustration and anger I experienced were, I now realise, a 
commentary on the dissonance created by the clash between my ontological narrative 
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and the public narrative that could only be resolved by being, what Archer (2004) 
calls, an active agent, which I enacted through my conceptual narrative. Instructional 
leadership was a part of my job, but was undertaken, as argued by Harris, et al. 
(2013), in the context of “student-centred leadership” (p. 8) that was focused on 
improving student learning across the whole curriculum. So that teachers could 
become “agents of change” (Blackmore, 2011, p. 216) within a collaborative, 
dialogue-driven learning community, I focused on transformational leadership, 
engaging teachers in the shared language of the growth mindset, with a particular 
focus on the use of learning goals rather than performance goals. This shift reframed 
explicit teaching as explicit learning and reframed the language of success.  
5.2.4 Sharing leadership 
In many ways this transformational leadership process was enhanced by the 
fourth principle of Leadership for Learning, the sharing of leadership. While I had 
long understood the value of sharing leadership, it was during this research period 
that I came to see it as an essential practice in adding depth and solidity to the culture 
of the school. Whereas it had been a good idea previously, now it was integral to the 
sustainability of the school’s improvement agenda. Leadership takes many forms, 
and by engaging with teachers in the dialogue of their success and the success of 
their students, they had the authority to exercise governance over the role they would 
play in the success of the school. Their agency was elevated. In terms of the LfL 
principle they were invited to participate in extending the school as a learning 
community, often as leaders or as resources for others through collaborative 
endeavour (MacBeath, 2010). When the school’s professional learning communities 
finalised their reports in the final weeks of term four, I recognised that the continued 
success of our pedagogical framework was contingent on teachers believing in it, and 
coming to see these approaches as pedagogical practices that did more than permit 
survival, but that enabled flourishing (Archer, 2000). I was excited and elated at what 
we had achieved with our pedagogical framework and the use of the growth mindset. 
My generative moment was to focus on the future through sharing leadership. 
5.2.5 Sharing accountability 
The final Leadership for Learning principle, a shared sense of accountability, 
was problematic for me, particularly during the research period. This was because 
the generative moments that most suit this principle emanated from moments of 
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greatest self-doubt prompted by the tension between external and internal 
accountability. As I have stated previously, self-doubt can lead to greater awareness. 
The self-doubt caused me to look long and hard at my personal identity, in this case 
the sense of self that was realised in my public role as school principal (Archer, 
2000). My personal identity was manifested in my conceptual narrative, the public 
expression of my concerns and beliefs and values that formed my ontological 
narrative. As Archer (2000, 2004) makes clear, it was those concerns, those things 
that I cared about, that defined me. I understand this clearly now, but only vaguely at 
the time, even though I daily practised being the leader I was determined to be, 
engaging in a “rich inner life of reflection upon reality, which is the generative 
mechanism … reconstituted from day to day by a re-affirmation and renewal of … 
concerns” (Archer, 2000, pp. 10, 12). It was problematic, but generative, as reflexive 
deliberation validated the Leadership for Learning principles.  
I was never completely sure of my approach to improving student learning, 
especially when a pressure existed to simply follow instructions from above. We had 
to produce results that would satisfy my supervisors. I always hoped this would be 
so, but I feared for the teachers if I was mistaken. They did not deserve to share that 
accountability. Hence, it was vital for everyone that I maintained a constant 
reflection on reality to ensure we were on track, just as it was vital for all teachers to 
be able to critically examine their role in fulfilling the ideals of the conceptual 
narrative. 
One of the key LfL “prompts for action” (Frost, et al., 2008, p. 3) called for 
leaders to foster a shared approach to internal accountability, for example in 
maintaining a focus on learning. The school’s teaching staff had examined what 
internal accountability might mean, and had arrived at the idea that it involved all 
teachers knowing the intent and the features of our approach to teaching and 
learning, and being ready and able to hold themselves to the standards we had agreed 
upon in our pedagogical framework.  
5.3 EXTENDING THE LEADERSHIP FOR LEARNING PRINCIPLES 
The Leadership for Learning principles closely aligned with my experiences, 
and are a worthwhile framework for a school leader to guide day-to-day practical 
activities and leadership decisions. In my future leadership roles this framework will 
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provide me with confidence as I work with these principles in mind. However, while 
much is made in the LfL principles of external dialogue and engagement with 
learning as a shared responsibility, in my experience the value of the internal 
conversation and reflexivity deserves inclusion. While reflexivity is implied, its 
inclusion makes the principles more profound. This is especially relevant when the 
emotional impact of change leadership is considered. As I have learned, leading a 
change process demands a significant emotional investment. There were times when 
I struggled with the complex relationship between difficult emotions and positive 
change, and the direction I needed to take in these circumstances was made clearer 
through the reflexive deliberation of my own internal conversations. 
5.3.1 The role of emotions as an undertheorised aspect of leading for learning 
The analysis of the journal entries in Chapter Four showed the role played by 
four emotions: frustration, anger, excitement (sometimes to the point of elation) and 
self-doubt in the generative moments and the impact of these emotions on the school 
leader. This emotional response was a surprise to me on two counts: that the 
emotions were so raw and so prevalent in the journal entries; and that I did not 
realise I was experiencing these emotions this intensely until I undertook the journal 
analysis. That it was surprising prompted me to undertake further reflexive analysis 
to understand why I had not recognised just how strongly I was impacted by those 
emotions when I was writing the journals. This was reported on in chapter four. In 
this section I discuss the role and the impact of emotions on educational leadership. 
While Blackmore (2011) describes emotions as an important element and “central to 
organisational change … and leadership” (p. 207), Berkovich & Eyal (2015) argue, 
“current knowledge about emotional aspects among leaders of educational 
organisations is still limited” (p. 129). From the analysis of my data I now see the 
part my emotions played in my leadership. It is an area where further research may 
be warranted. 
Emotions played a necessary role in helping me to crystallise my ontological 
narrative and the conceptual narrative I was offering to teachers as a reframing of the 
public narrative. Emotions are spurs to action, and these emotions spurred my 
generative moments. This occurred even though, at the time of writing my journals, I 
was limited in my awareness of my emotions. Holmes (2015) argues emotional 
reflexivity is “embodied and relational, in ways beyond the habitual” (p. 61). I would 
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agree with Holmes that the daily habits of my principal’s role precluded me from 
having full awareness and understanding of the emotional impact of leading change. 
This is an important realisation, for when leaders become enmeshed in the 
complexity of the day-to-day requirements and associated demands of leading a 
school without recognising and addressing the personal emotional impact, there is 
potential detriment to their health and wellbeing. 
Although I did not fully realise my emotions at the time, the emotions were 
experienced and I reacted to them. With the benefit of temporal distance I now 
recognise the depth and strength of my emotions, emerging from circumstances that 
had personal significance to me. They shaped my actions and my attitude toward my 
role as a school leader (Berkovich & Eyal, 2015), as well as informed my individual 
investment in my personal and professional identity (Blackmore, 2011). This is in 
keeping with Archer’s view of emotions as “commentaries on our concerns” (2004, 
p. 327). For me it was, as Berkovich & Eyal (2015) illuminate, a “growing emotional 
investment coinciding with increasing personal responsibility” (p. 138). My concerns 
were real. These concerns, about my conceptual narrative running counter to the 
public narrative, and their manifest emotions, powered a deep sense of personal 
responsibility for the success of the change I was leading.  
Leading the change agenda at my school was an emotional commitment to 
others as well as myself. I felt responsible to the teachers at my school, to ensure that 
their efforts led to worthwhile change. Through my conceptual narrative I had 
encouraged them to contribute to the changes inherent in our school improvement 
agenda, by changing “the expectations of teachers and teaching itself” (Blackmore, 
2011, p. 216). I had asked them to focus on learning as an activity and to engage in a 
dialogue about leadership and learning as well as the sharing of accountability. 
Archer’s (2004) theory of reflexivity provides the language for me to now recognise 
that my emotions were driven by a “constellation of committed concerns” (p. 350). 
The use of constellation is apt. It suggests a linking of concerns and complexity 
characterised by the disequilibrium they induce.  
5.3.2 Empowering leaders through internal conversations to use emotions to 
lead change. 
Through internal conversations I came to more fully understand my personal 
identity alongside my social identity. My personal identity resulted from reflective 
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deliberations on the actions, behaviours and events that constituted my role as 
principal in leading change. My personal identity gave life to my social identity and 
together drove the development of my conceptual narrative. Archer (2000) models 
the public and private interaction of agents, actors and persons to show the 
emergence of identity, as was explored in section 2.4. The model identifies three 
phases of change leadership whereby society and the human self interact to bring 
about a transformation of both self and society to generate identity. My change 
leadership, using the growth mindset to espouse the moral purpose of education, uses 
Archer’s model as the basis for a model (figure 5.1) I have developed to explore the 
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       Figure 5.1. Conceptual model reconciling emotional reflexivity and identity in change leadership. 
 
 









Figure 5.2. Reality of narrative states. 
For me, the reality of the public narrative weighed heavily, causing a state of 
disequilibrium that induced emotional responses is shown in figure 5.2. Sometimes I 
wished to stand against it, at other times I wished to uphold it for its drive toward 
improved pedagogical practice. However, this disequilibrium was not just my 
experience, but it is recognised as part of a principal’s role. Holmes, et al. (2013) 
emphasise “the complexity of the principals’ role” (p. 270), identifying the need for 
immediate responsiveness to accountability demands and community expectations 
within the context of frequent uncertainty amid competing commitments. Opfer and 
Pedder (2011) argue that disequilibrium such as this is a necessary precondition to 
generate change. For me these moments of disequilibrium led to an embodied 
response, and were the basis of the generative moments.  






Figure 5.3. The internal conversation via the embodied response. 
The emotions impacted me physically. This was the embodied response, a felt 
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of my heightened emotions, a feeling of disequilibrium and dissonance resulting 
from the challenge of the public narrative to my personal identity. The physical 
response was at times an intense, burning pain of anger, yet at other times an 
uplifting sense of elation. It also took the form of a mood, a lingering sense of 
frustration or excitement about potential. These were bodily reactions, or embodied 
knowledge that Berkovich and Eyal (2015) identified as heightened awareness and 
arousal. At its most intense this physical manifestation occurred during analysis of 
my journal entries. It was the realisation of how angry I was, and how often, that 
brought about a physical reaction, requiring medical intervention. A sense of 
helplessness exacerbated the condition, and was, post research, generative. It is 
within this context that I now understand leadership’s cost to the self. The cost is 
hidden in the day to day need to be up, ready to fulfil the role of leading, whereby 
any emotion is felt, but must be put aside in order to address the next item. There is 
no time to think, only time to do.  
In my case the doing was to look at the relationship of my ontological 
narrative, and the conceptual narrative that grew out of it, to the public narrative. 
Standing firm to my ontological narrative required courage and commitment, made 
tenable when I was able to look back and see in the everyday activities of the 
teachers and the students the worth of the conceptual narrative in practice. Figure 5.3 
shows this shift in the balance of the narratives. The emotional response, whether 
from anger or excitement, prompts renewed attention to the ontological narrative, to 
give it weight and power. But this happens in private, through an internal 
conversation.  
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The internal conversation, I now know, was how I addressed my concerns. It is 
central to reflexive consideration, of coming to know what matted to me, and what I 
could do about it. My reflexive internal conversation was a deliberation about myself 
in relation to the dissonance and disequilibrium I confronted. It is through the self 
talk of this internal conversation that I was able to identify my “particular 
constellation of concerns” in order to focus on my social roles as principal and 
“personify such roles in line with ... concerns” (Archer, 2007, p. 63). Having 
established my concerns I was able to ascertain a course of action and commit to the 
sustainment of new practices. 
It is this commitment to the conceptual narrative, represented in figure 5.4 as 
the Leadership for Learning principles combined with the growth mindset, that is key 
to the restoration of balance. The value and importance of this shared conceptual 
narrative was itself a generative moment, which was the result of reflexive 
deliberation. Reflexivity, the process of discerning what mattered and what to do 
about it, was a socialisation process. It was this that enabled the shift from the private 
to the public domain. The inclusion of the conceptual narrative lightens this position 
as it offers a way to met the accountability demands of the public narrative while 
addressing the moral purpose of education.  









      Figure 5.5. Moment of organisational change. 
As the conceptual and ontological narratives began to merge, as shown in 
figure 5.5, they enabled teachers to commit to the pedagogical framework we had 
developed. This was the moment of organisational change, the moment my public 
and private leadership identities were reconciled, and teachers and I committed to our 
pedagogical framework. (Archer, 2007, p. 6) argues for the importance for school 
communities to collaborate to sustain change through “constructing the future from 
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to stabilise this organisational change. With balance restored, excitement and elation 
become the most prevalent emotions. Sugrue (2005a) describes this process as 
morphogenesis, being an organisational change whereby the teachers and I, as 
primary agents, became corporate agents in the development of, and commitment to, 
the school’s conceptual narrative. It is a reflexive process of identifying and 
committing to what is important. 
5.4 IMPLICATIONS OF EMOTIONAL REFLEXIVITY FOR CHANGE 
LEADERSHIP 
Previously I have stated that I was not fully aware of the emotions as I 
experienced them. But they were experienced. Understanding them and being able to 
show how they impacted on me is central to determining how they were generative. 
Reflexive consideration of my reality, through understanding those emotions as 
expressions of my concerns in relation to the social context of my role, was pivotal to 
the process through which I took action as a change leader Archer (2000). (Archer, 
2000; 2004; 2007) proposes that examining the effect of events as filtered by an 
ontological narrative is a key aspect of reflexivity. While interpretative and 
subjective in nature, Waterhouse (2007) recognises the crucial process of navigating 
a path through new situations to establish new ways of working. My new ways of 
working, that is, my generative moments were the result of reflexive consideration of 
the emotional impact of leading in an increasingly complex, political and conflicted 
environment. 
The emotions most prevalent in my journals, frustration, anger, excitement and 
self-doubt have been thoroughly analysed in chapter four. Holmes (2015) discusses 
the important role of emotions in challenging personal and professional identities, 
arguing leaders need to “feel uncomfortable about themselves as emotional beings” 
(p. 224), in order to be reflexive about their position as leaders. The discomfort 
reflects a deep emotional commitment to personal values and identity, as opposed to 
a superficial role-specific emotion. Blackmore (2011) adds that deep emotions are 
aspects of “an ethical disposition that focuses on the moral purpose of education” (p. 
225). While self-doubt can be discomfiting, rendering decision-making difficult and 
torturous, it can also be generative. Blackmore (2011) explain that the disequilibrium 
of doubt and uncertainty is necessary for progress, as the dissonance that exists when 
beliefs and practices don’t align is a catalyst for change. Systems “need to be off 
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balance to move forward” (p. 393). Opfer and Pedder (2011) argue the constructive 
value in engaging with doubt, to “turn toward or embrace not knowing” (p. 912) as a 
form of inquiry, a way to deepen understanding, making it more likely “we will 
explore, modify, or transform our prevailing beliefs” (p. 913). The dissonance I 
experienced between the public narrative and my ontological narrative forced me to 
constantly question and seek to validate or adjust my conceptual narrative, not 
because of a lack of belief, but because I needed to affirm its validity. My confidence 
to persist with leading others towards the conceptual narrative was a result of close 
examination of my ontological narrative and resultant conceptual narrative in relation 
to the public narrative.  
Reflexivity in this situation was crucial. The reflexive process is one that 
Archer describes as bending the object back on itself. This bending back became an 
important way I eased the tensions created by the continuous self-doubt. It allowed 
me, the subject, to see circumstances as they related to a bigger picture, as a part of a 
whole. It enabled the moments of gestalt to emerge, and so it was from this process 
of reflexive, bending back on the change through my journals, that I recognised the 
emotion of self-doubt was generative. I came to understand how my thinking was 
generative. Locke, et al. (2008) discusses how “beliefs and commitments become 
important compass points for tacking the uncharted waters of school leadership” (p. 
68). Each time an accountability demand was made, I was forced by self-doubt to 
reflexively consider my conceptual narrative in order to make sure the approach we 
were taking could stand up to scrutiny, or, as Sugrue (2005a) explains, undertake an 
“action to remove the discrepancy” (p. 335). Reflexivity made generative moments 
possible. Self-doubt was powerful, when harnessed via reflexivity. Without the 
buoyancy enabled through the discipline of reflexivity and generativity, self-doubt 
could sink a leader.  
My uncertainty was powerful. It kept me on my toes, vigilant to possibility. By 
addressing the tension of my uncertainty, a leadership practice recommended by 
Archer (2004), I was able to forge a collective of teachers committed to making 
sense of my conceptual narrative for the purpose of improved student learning, a way 
of finding balance with the public narrative. When teachers perceived the school 
improvement agenda made sense they became willing participants in organisational 
change, an observation also supported by other recent research Blackmore (2011). 
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(Clement, 2014; Pyhältö, et al., 2014) outlined how uncertainty resulted in new 
learning generated through the search for understanding. Our school’s pedagogical 
framework resulted from our search for understanding. Because we were uncertain, 
our collective of professionals willingly tried things to determine what we could do 
to improve instruction. Because it was a collective approach, teachers were agents of 
this organisational change. What is not addressed in this thesis, but would be worth 
consideration in future research is how the ontological narratives of many teachers 
are reconciled through emotions and the balancing act in experiencing and leading 
collaborative change. This thesis focuses on the Principal’s narrative. 
The diagram (figure 5.1) represents this process. My desired state was one 
where public and ontological narratives were in balance. The weight of the public 
narrative initiated a reflexive deliberation, fuelled by self-doubt, focussing attention 
on my ontological narrative. The dissonance between the public and ontological 
narratives provided the generative moment that led me to search for and create a 
conceptual narrative that reconciled the imbalance. The conceptual narrative was 
therefore helpful to me for my own sense of identity as a leader, but also it worked at 
the public level. While satisfying private needs, the conceptual narrative had to work 
at the public level resulting in an enmeshing of the conceptual and ontological 
narratives. It is anticipated that the diagram may be used to promote conversations 
with other principals and change leaders, and to provide a prompt for reflexive 
understanding.  
5.5 CHAPTER SUMMARY 
This chapter explored my findings from my narrative inquiry into leading for a 
growth mindset in an educational climate of accountability. These findings emerged 
from answering the research question of what were the generative moments in 
leading for a growth mindset. The findings were clarified through the lens of 
Cambridge University’s Leadership for Learning principles. Additionally, the idea of 
reflexivity Locke, et al. (2008) was integral to understanding the impact of emotions 
on my leadership identity and agency. The learning from undertaking the narrative 
inquiry was explored as a set of conceptual understandings that other leaders may be 
able to adapt to their own circumstances, rather than generalised recommendations to 
adopt.  
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Chapter 6: The Resettling: Commitment to 
Narrative Balance 
6.1 INTRODUCTION 
The resettling results from being able to reflexively bend back on the thesis to 
review and evaluate the significance of the study. In this chapter I summarise the 
research findings and expand on the implications of narrative in terms of a research 
methodology for school leaders. I then evaluate the narrative process and conclude 
with recommendations for practice and research.  
6.2 LEARNINGS FROM THE NARRATIVE INQUIRY PROCESS 
This research has identified generative moments that occurred as I led others 
toward a growth mindset in a climate of accountability. The narrative inquiry 
involved making sense of the institutional world that was my school as I led changes 
to our pedagogical practices. The research data were a series of stories from which 
my social identity unfolded and enabled meaning making to emerge (Archer, 2000; 
2004; 2007; 2009). It was the accumulation of ideas and associations and stories that 
made the generative moments real within the context of school. With such a small 
data set it is worth answering the question about what can be learned from the 
experiences of one leader. The following section defends the significance in two 
ways, firstly through the relevance of the findings to wider policy and research, and 
secondly as a meaning making process. 
6.2.1 This narrative can contribute to policy and research 
A key learning from this narrative inquiry is that relationships matter, 
particularly when the change management process is collaborative and inclusive of 
the Leadership for Learning principles. As this narrative makes clear, the relational 
experience of leadership is made more effective when there are the opportunities to 
have reflexive conversations with teachers. What matters, and what can be done 
about it, can be collaboratively explored and enacted. In my experience my 
ontological narrative was woven into the conceptual narrative, featuring the growth 
mindset and LfL principles, to balance with the public narrative. This was the 
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resettling from a state of disequilibrium to balance, not just for me, but for the 
school. A public commitment to the balanced state was made possible through my 
reflexive conversations as leader, with myself, and others, from which a collective 
sense of accountability was established. 
The reflexive conversations also enabled teachers to think about their own 
ontological narratives and the relationship they had with the public narrative. This is 
an important step in the change process. Far from being passive agents to whom 
things happened, teachers became active agents capable of contributing to the 
conceptual narrative. From being private agents we were able to shift to corporate 
agency through reflexive deliberation of how the LfL principles applied to them and 
their efforts. The reflexive conversations were the trigger for making connections to 
conceptual narrative.  
The Leadership for Learning principles were pivotal in the change process. The 
principles guided practice as teachers incorporated and trialled new approaches to 
teaching and learning, inquiring into the efficacy of such actions and the effects on 
student engagement and learning. Teachers saw this as a form of internal 
accountability, that is, an accountability they were responsible for rather than 
imposed, external accountability. As such the LfL principles were powerful in 
establishing and maintaining effective pedagogical practices.  
From this research, it also became evident to what degree change leadership is 
an emotional experience. Typically, leaders I have worked alongside and myself 
have tended to suppress their emotions, whether for fear of appearing weak, or 
irrational. Additionally the complex nature of the role has often meant that there has 
been little time to deal with the emotions. Furthermore, while support exists it is 
rarely close at hand and requires the leader to be open to an external conversation. 
Such a conversation carries a risk of, as noted above, appearing weak or irrational. 
The importance of the emotions were not always immediately evident, but accrued 
cumulatively (McNiff, 2007) to construct an interpretation of my experiences 
(Taylor, 2006) that impacted upon my leadership. This impact was experienced both 
in my actions and in my identity as a leader. My narrative revealed that the emotional 
impact of change leadership had been significant enough to be felt physically as an 
embodied response. The emergence of the emotional impact highlighted that the 
narrative inquiry process is, at its core, a relational inquiry, as the tensions inherent in 
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the emotions I experienced typically resulted from competing and conflicting stories 
(Hertz, 1996). This research is significant as it highlights the emotional investment of 
change leaders, which is important to consider for the long-term health and wellbeing 
of leaders, particularly within contexts of high stakes accountability. 
Leadership involves emotional labour. This research has illustrated that 
emotions are commentaries on our concerns, and play an important role in prompting 
reflexive deliberation that can allow leaders to identify their concerns and prioritise 
their actions in keeping with their ontological narrative. But in complex leadership 
roles, such as school leadership, there never seems any time is available for reflexive 
deliberation. An important finding of this research is about the importance for leaders 
to realise that emotions are generative, providing the impetus to change. The courage 
to make sense of the emotional response to the events and episodes of leadership is a 
necessary step in the process of change leadership that has practical, policy and 
theoretical significance. How to help principals’ manage the emotional impact of 
balancing their ontological narratives with the public narrative is an area for further 
research. 
Additional implications for policy include the importance for leaders to have 
professional learning about reflexive conversations and time to engage in reflexive 
deliberation with teachers. As well, principals need time to engage in their own 
reflexive deliberations. This time is an investment in school improvement and needs 
to be funded as such. Furthermore the value of change leadership principles such as 
those established by the LfL project are worthy of inclusion in leadership 
professional development, as they offer a method for balancing leaders’ ontological 
narratives with the public narrative. Both of these actions also support the relational 
aspects of leadership.  
This research inquiry also raises the importance of further research into the 
emotional impact of change leadership for the long-term health and wellbeing of 
leaders and the potential value in researching how teachers reconcile their own 
ontological narratives with the collective conceptual narrative, particularly as it 
relates to the change leadership process.  
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6.2.2 This narrative was a process of meaning making  
The second area of significance of this small study was the value of the 
narrative process. The narrative inquiry allowed for the continuous searching and re-
searching for meaning within the midst of ongoing experiences (Clandinin, et al., 
2010), which, when examined reflexively, disentangled the complex events and 
episodes and established the generative moments. (Clandinin & Huber, 2010) argue 
that narrative inquiry is an analytic examination of experiences to reveal personal 
identity as it emerges from the story. That identity is formed from the accumulation 
of ideas and associations which make up the relational contexts of the individual 
within the collective Clandinin and Rosiek (2007). These relational contexts are what 
(Taylor, 2006) argues are pivotal to the distribution of leadership within the school as 
it is through these contexts that trust and respect are built. This narrative process was 
therefore more than a personal story of meaning making, but a process of making 
meaning about relationships so that trust could be built to enable change.  
Similarly, while the generative moments affected change in my actions and 
identity and can be illustrative for others, rather than instructional, they also were 
pivotal moments in my decisions about how to take the next steps in leading change. 
Emerging from the temporal, the contextual and through relationality, they represent 
an always tentative identity contingent on the social interactions of the individual 
within the circumstances examined by the narrative. It was through the narrative 
process that I was able to lead change. 
It is tempting to answer the research question in the form of generalisations 
that hold true in other contexts. Rather than look for generalisations, Waterhouse 
(2007) identified “apparency, verisimilitude, and transferability” (p.7) as criteria for 
determining the worth of narrative inquiry. Whereas generalisations can produce a 
kind of recipe for success as a leader, my narrative was context specific. Others may 
learn from these generative moments through seeking transference to their context. 
They may also learn that the process of reflexive deliberation is an effective way of 
making meaning from an individual’s lived experiences to assist this leadership 
development. It is important to note that in this study my ontological narrative was in 
a state of disequilibrium with the public narrative. However, this may not be the case 
for all principals, and research into change leadership as it is influenced by the 
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alignment of the individual’s ontological narrative and the public narrative may be an 
area for further study. 
Just as I found value in undertaking a narrative inquiry into my leadership, 
others may find value in a narrative inquiry into their own leadership. Narrative 
inquiry is a reflexive process, shedding light on the events and circumstances of 
leadership, and encourages a synthesising of the complexities facing leaders, and 
enables the leader’s voice to be heard. Embracing the concept of a narrative inquiry 
will help leaders discern their own generative moments, gleaned from their reflexive 
deliberations as they attempt to keep the roles and responsibilities of leadership in 
perspective. 
6.3 LIMITATIONS OF THE STUDY 
While I make a case for the significance of this research, I acknowledge that 
the study does have some limitations. This narrative inquiry examined change 
leadership practices from the view of one practising principal as it related to a single 
school. The narrative was also told in the first person, making it subjective and 
personal, rather than objective and distant. While this afforded a deep examination, it 
remains a limited sample. While this narrative inquiry details the “complex and 
multilayered storied nature of experience” Connelly and Clandinin (1990) it will be 
different for others in other circumstances. (Clandinin & Huber, 2010, p. 439), 
concluded context is “fundamental to leadership as it is enacted and experienced in 
schools” (p. 272). My narrative inquiry detailed my experiences, authentic and 
illuminating, as testimony to my determination to uphold the moral purpose of 
education. Other principals would be expected to have different stories and 
experiences to narrate, and hearing the voices of other principals engaging in change 
leadership would be beneficial to the corpus of knowledge. 
Detailing events and episodes from a single point of view excluded the views 
of individuals within the school. The voice of teachers is included in this study in a 
limited manner, with evidence of the impact on teachers restricted to four individual 
interviews. As the interviewees were responding to questions about the actions of the 
interviewer as a change leader, their answers may have been constrained by this 
circumstance. As such, their views were included to validate statements made in, and 
the analysis of the journal entries. It is evident from the narrative that my generative 
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moments led to changes in my actions, and this had an impact on teachers. Whether 
teachers discerned any generative moments from my actions was not within the 
scope of this inquiry. The voices of teachers as participatory agents in the school 
improvement agenda, and the possibility of their own generative moments is 
important, and is recommended as an area of further study. 
6.4 SUMMARY 
Through reflexivity, this narrative inquiry detailed my experiences and what I 
found to work in my context. The narrative inquiry method was shown to be 
significant for its relevance to wider policy and research, and as a valid meaning 
making process. Even so, the reality that this research was of a single person leading 
in a single school imposes limitations. However these limitations give rise to 
suggestions for further research. The challenge for school leaders is to identify and 
uphold their own ontological narrative, and in so doing to find a way to balance this 
with the public narrative, thus establishing a clear expression of what it is for today’s 
students to be educated. The importance of school leaders staying true to their 
ontological narrative, and using the collective agency of their teachers to create a 
shared conceptual narrative as a way of balancing the public narrative cannot be 
overstated. This demands courageous leadership. Such courage demonstrates a 
commitment to social justice as an element of the broader purpose of education and 
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1. First of all, you probably realize that I’ve been talking a lot about the 
growth mindset. Was that a new concept to you when I first started 
talking about it? 
2. Have you bought into the idea of using the growth mindset approach with 
your students, and yourself? What is different for you in terms of your 
teaching, and how you conduct yourself with this new information? 
a. What were the compelling reasons to make these changes in how 
you conduct yourself, and how you teach? 
3. As a member of staff, as a teacher in a school, what type of leadership, 
instructional or transformative, do you want from your Principal? Why? 
a. How do the messages I have been sharing with staff about the 
growth mindset relate to your expectations for leaders? 
4. In terms of the communication you’ve received from me with regard to 
the growth mindset—so I’m talking about staff meetings where I’ve 
talked about it and newsletters—what’s your feeling about it all? How has 
that been for you? 
a. Do you see the growth mindset as a fad I’m pushing? 
b. I’m really interested, because this is about me improving my 
leadership, I want to know what has been useful, or not useful 
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with regard to all the forms of communication, not just the 
newsletters but anything I’ve been saying, and what, from that – if 
anything, has made you incorporate growth mindset approaches 
into your teaching? 
5. How is the growth mindset linked with our pedagogical framework? 
6. Which of my leadership practices have you seen have the most impact, in 
establishing and developing our school’s growth mindset culture? Which 
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Staff meeting statement regarding the ethical considerations for 
all staff in my research undertaking. 
 
Hello everyone. Thank you for your attendance at this meeting. The purpose today is 
to clarify the ways in which I intend to ensure your wellbeing and sense of propriety 
as I research my leadership of our change processes involved in encouraging growth 
mindset strategies among students and ourselves. 
 
I am researching my leadership practices as we go through a process of change that 
involves using the growth mindset to improve teaching and learning. As the school’s 
principal, it is reasonable for me to ask of each of you to participate in this process. 
This involves us working in our professional learning community teams to review 
elements of our pedagogical framework to determine how it can be improved. The 
strategies of the growth mindset sit comfortably in this framework. I am very pleased 
to see everybody willing to participate in this professional learning process. At the 
same time, none of you are required to do this work in order for me to do this 
research. These are two very separate processes. The PLCs would exist and 
undertake the process regardless of my research project. 
 
Nevertheless, it is important to me that you understand that I am using this process to 
complete research for a Masters degree. For that reason, from time to time I will be 
wearing different hats, so to speak. These two hats are as principal and as researcher. 
As I will explain shortly, no one is compelled to speak to me when I am wearing the 
researcher’s hat. When I am interacting with you as a researcher I must have your 
consent to speak to you regarding my leadership. 
 
An ethical dilemma, and therefore a potential ethical issue, arises due to the fact that 
I am researching my leadership of our activities to change our pedagogical practices. 
This requires that I complete, after school and in private, a reflective journal of my 
actions in this process. To do so I will need, from time to time, to speak to staff 
regarding these actions and hear from those of you who give consent to have these 
researcher ‘hatted’ conversations, of the understanding of my leadership. This may 
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involve critical reflection on your behalf, as it should. The reason for the potential 
ethical issue is that you may feel unable to speak your truth to me, given my position. 
 
To be very clear, I undertake that none of you, as members of staff will be 
disadvantaged in any way by any statement you make, or response you offer in 
relation to any question or statement from me when I am acting as the researcher. At 
all times I will attempt to make clear what role I am fulfilling at any time. You are 
encouraged to clarify my role at any time if you are unsure. 
 
I am providing you today with several documents. These are: 
• A consent form for me to discuss my leadership with you and to include you, 
your interactions with me and my observations of your actions in response to 
my leadership in my reflective journal. No one need complete the form if you 
do not wish to do so, and no one will be in any way affected by their choice 
to give consent or not. 
• A Separation of Duties table that attempts to show what I will do when I am 
wearing my principal hat, and what I will do when I am wearing the 
researcher’s hat. 
• Contact details for my university academic supervisor, and the contact details 
of my supervisor in Education Queensland, who is now Jane Sedgman, and 
not Karen Howes, following a recent increase in principal supervisors. I have 
also included the contact details of Education Queensland’s Employee 
Advisor, a confidential service available to all staff to discuss any issue that is 
affecting their wellbeing. These contact details are provided should any of 
you wish to air concerns about my behavior as principal whilst undertaking 
this research. Of course, you have always had the option to complain about 
my performance to my supervisors. 
 
I do not want anyone to feel coerced into participating. By choosing to do so, or not 
do so, you will not ‘annoy me’, and I will never seek to act against you because of a 
choice you make in this regard. In any case, I intend to speak only to a small number 
of you with regard to your experiences of my leadership. These experiences will 
focus on whether or not you have understood my message. Indeed, if you have not 
understood what I have attempted to do as principal of the school it is right and 
proper to alert me. If it is true that student results reflect your teaching, as I have 
previously said, then it is true that your actions reflect my leadership. Just as you 
would want to know if your teaching was effective or not, so too do I want to know if 
my leadership is effective. Therefore you cannot annoy me if your feedback is 
helping me do a better job. What annoyance exists will be me of myself. Indeed, 
your feedback could well be the generative moments that greatly inform my research. 
Your reports of a mismatch between what I say and what you understand this to 
mean provides me with great insight into my leadership, and gives direction to the 
specific leadership actions required to develop a specific culture of learning at this 
school. 
 
There may be a danger that research ‘hatted’ conversations make take up too much 
of your time. I do not wish to be an imposition on you in this regard. I am more than 
happy to supervise your class to make up for any time you give to me. I will always 
seek your consent to have these research conversations, and always at a time that is 




Please also be fully aware that, should you provide consent, you can withdraw, 
without penalty, at any time. 
 
My reflective journal is a way to record what I am learning about being a principal 
working with teachers to implement a particular strategy. The focus is on my 
thoughts and understandings of events as they occur. This will informed my narrative 
research report. All participants may access the data that involves them prior to my 
undertaking analysis of it. This way you can confirm that you are not identified, and 
you will have the chance to identify any statements that you object to, and seek 
appropriate editing or redacting. 
 
My thesis, when written, will use pseudonyms for all staff, and will not identify year 
levels. I will use a generic identifier such as lower years or upper years teacher. 
 
Are there any questions or comments? 
 
 
Contact details for external assistance as described above: 
 
Academic Supervisor details: 
Jill Willis, QUT, (Phone number provided) 
 
Professional Supervisor details: 
Name provided, EQ, (Phone number provided) 
 
DETE Employee Wellbeing Advisor contact details: 
Name provided, (Phone number provided) 
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Appendix C 
Lifting Our Game 
This entry, one of the two written after the school year had finished, explored 
some of the dogma that I felt I had been strong in resisting. As principals, our 
supervisors repeatedly told us that we needed to lift our game to improve test scores. 
Improving test scores had become the public narrative. As a school principal I was 
constantly told we, as a system, had fallen behind in international PISA rankings 
Waterhouse (2007), and, within Australia, Queensland lagged further in national 
tests. While metropolitan Brisbane schools compared favourably with interstate 
schools, outside southeast Queensland, other Queensland schools were said to well 
behind. According to my Region’s executive leaders, these schools were failing. 
Hence the demand by my supervisors, and reinforced in Departmental, and resultant 
public, discourse, to lift our game, as made clear when all principals were provided 
with the Grattan Institute report, Catching up: Learning from the best school systems 
in East Asia (Cranston, 2013; Dinham, 2013) to read. This created a tension for me, 
as the system’s focus was clearly on narrowly defined measures of success; measures 
that privileged the academic; measures that I found limiting and favoured what 
Sternberg (Jensen, Hunter, Sonneman, & Burns, 2012) labelled the “knowledge – 
storehouse model” (p. 207) with an emphasis on rote learning knowledge that could 
be recalled as required. The public narrative of what was needed to improve test 
scores was at odds with my ontological narrative of the moral purpose of education. 
This particular entry laid bare, not only the tension I experienced, but also the 
emotions that surfaced as I navigated between the public narrative and my 
ontological narrative.  
However, this was a complex situation for me. Yes, Many times in the journals 
I reflected on how I unequivocally told staff, students and parents that I wanted the 
students at my school to excel in their academic performance. This was not me, as 
the good employee, merely doing the bidding of my employer. I honestly wanted our 
students to be the best. However, academic excellence was not enough. My 
ontological narrative was that every student could be successful. In my view, not all 
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students had the drive to excel in the narrow range of privileged academic subjects; 
but I had yet to meet a student who didn’t want to be terrific at something at school.  
 
 
Lifting our game is the message we are repeatedly given. Regional 
newsletters are footnoted with the phrase attributed to erstwhile Queensland 
and Australian cricket coach, John Buchanan, “If better is possible, good is 
not enough”. That message is constant, and, frankly, I can find no reason to 
disagree with the sentiment. I absolutely want things to keep improving. I 
completely desire the teachers and students at my school to excel in all they 
do. I cannot say this enough, I want my school to be the best.  
 
And so we get to the real crux of my anger. And it is anger. Right at the 
beginning I said I wanted distance, because I knew, when I wrote the title of 
the entry, Command and control versus from within as a professional 
approach, that I was embittered by the bureaucratic interference. Elsewhere 
in this journal, I have described my mantra of policy existing for the 
guidance of the strong, and the blind adherence of the weak. So, if we have 
weak leaders, it is because they have been beaten into submission by a 
blanketing bureaucracy that cannot tolerate imagination. Yet, the sentiment 
of school autonomy is still lauded as a desirable policy direction. But it is a 
lie. Autonomy is not about schools, their communities and principal working 
toward innovations that make things better; it is about absolving the 
bureaucracy from meeting the demands of the community. It is subjecting 
principals and staff to the demands of accountability as expressed by parents 
and the broader community, whilst controlling the release and use of 
resources. It is the difference between espoused values and enacted values 
that makes me angry. It is a lie.  
Written: 14 November 2014 
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Appendix D 
Generative moment: Anger about purpose of education 
My journal entries were written at the end of the day, typically in response to 
particular issues and the emotions I experienced – what (2012) identified as a 
commentary on my concerns. The first journal entry I wrote was triggered by an 
ongoing behaviour management issue. It focussed on my ontological narrative and an 
anger caused by what I perceived as disregard in the public narrative for individual 
students’ needs. It was 
generative as, from this 
reflection I engaged the 
whole community in a 
discourse relating to the 
many ways students can be 
successful.  
The public narrative 
regarding education 
focuses on the importance 
of academic achievement 
Archer (2004). As I have 
stated previously, the 
pursuit of academic 
achievement is very 
important to me, and is a 
part of what I understand 
to be the moral purpose of 
education (Berkovich & 
Eyal, 2015; Fenwick, 
2003; Ross, et al., 2011). 
But there are times when 
the pursuit of academic 
achievement must take a 
Written: 8 September 2014 
Annotated: 6 March 2015 
Analysis of first journal entry 
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back seat to the immediate needs of an individual. In such cases it is my job, not to 
worry about that child’s academic performance, but to worry about their future in 
terms of, as (Blackmore, 2011; Harris, et al., 2013) describe, being active, engaged 
citizens. This entry dealt with the need to talk to two students, over several days, in 
order to understand why they were acting as they were, and how this could be 
addressed. Privacy issues mean I cannot discuss the concerns. Suffice to say that this 
was a behaviour management process. I talked to them. This took time. I encouraged 
them to persevere; I listened to them; I asked questions and corrected 
misconceptions. I showed them they were making progress, and that I would not give 
up on them. I spoke to their parents and teachers. I tried everything I knew to put 
them in the frame of mind to keep trying.  I was therefore surprised to note that 
although the outcome was positive the underlying emotion in the journal entry was 
anger. 
When I took the time to reflect on this entry, long after school finished, I 
understood my anger was due to the helplessness I felt in the face of being expected 
to maintain and drive a systemic approach to education that was all about academic 
achievement. I could hear the criticism from supervisors that my job was to focus on 
student performance, not behaviour, especially in a school where outstanding results 
are expected, and behaviour issues few. Within the logic of the public narrative, with 
its focus on performance, it would be a more efficient use of a leader’s time to punish 
them and be done. But I could not act in that way. My ontological narrative was 
focussed on doing what Kupchik and Catlaw (2015) illustrate as whatever it takes to 
help each student to persevere in the face of adversity, and to become engaged 
students eager to learn. My ontological belief was that until I had addressed their 
personal needs their academic performance would always be restricted by their 
acting out behaviours Duckworth, Peterson, Matthews, and Kelly (2007). I was angry 
at how I perceived the moral purpose and public discourse of education, that is to 
improve the lives of all, was being subjugated to the neo-liberal view described by 
(Casillas et al., 2012) and Giroux (2013) that the market was everything, and 
students were means of future wealth and production. I was angry because this 
perception of the public narrative clashed with my ontological narrative that all 
students can achieve success, but that success is different for different individuals. I 
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saw it as my job to do everything to make it possible for all students to be the best 
they could.  
This was generative for me, in that as a result of this entry, and because I 
would not give up on these students, or others like them, I began to focus on stories 
of student perseverance for the rest of the year. I made public my ontological belief 
in the worth and capacity of all to find their own way to be successful. I challenged 
individuals to make changes that lead to an active engagement in their own learning 
and praised all efforts to improve. I found and praised efforts that demonstrated a 
growth mindset, especially when students picked themselves up from a setback, and 
pushed harder to overcome a difficulty. I praised this growth, and urged others to 
follow their lead. I consciously turned my anger into a determination to create a 
school wide culture that got the details right for each individual in order that they 
may have the grit to be successful. This anger fuelled my energy to push ahead with 
using the growth mindset idea as a significant element of my conceptual narrative. 
On reflection, I have realised that this generative moment also had a significant 
impact on the next generative moment as I tried to balance external accountability 




Generative moment: Elation with leadership of change 
I realised I was attempting to implement a strategy of changing the way 
teachers interacted with students in order to improve learning, asking for teachers’ 
trust to facilitate a change in the way they worked. Klenowski (2013) identifies 
change is hard because it is constant, complex and difficult. While change is 
constant, Vähäsantanen (2015) warns that as the pace of mandated change has 
increased, teacher responses have been negative, and as they are seen as transitory, 
resistance to change has increased. The journal entry was written at the end of week 
five of term 4. It was triggered by the realisation that change leadership is never 
really complete, and as such, the period of my research was a continuation of my 
leadership, as well as the leadership of principals before me Clement (2014), and 
would be the foundation for 
future principals to build on. I 
felt elated to see my change 
leadership having the desired 
effect. This was generative as 
I changed the focus of my 
conceptual narrative to be 
more inclusive of staff 
development and learning and 
to avoid the appearance of 
mandated change. 
This was a reflection on 
my actions during the first half 
of the term to encourage the 
use of the growth mindset as a 
way for us to hold ourselves 
internally accountable to the 
conceptual narrative of great 
teaching and great learning producing great results, meaning every child could be a 
successful learner. The reflection was a chance to look back over the term to see 
 
Written: 9 November 2014 
Annotated: 18 March 2015 
Supporting the conceptual narrative 
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what effect I had had with how teachers were responding to the growth mindset 
concept. I had been concerned that introducing the growth mindset could have been 
too much for staff. After all, I had also asked them to form professional learning 
communities to delve into another pedagogical framework element to add to their 
pedagogical practices and to make suggestions for modifications to the document. 
This was a major task, which demanded a great deal of their time and trust in its 
value. I had experienced some uncertainty early in the term about whether I was 
asking too much of the teachers, and was therefore pushing them toward breaking 
point. 
To know the answer required close observation, watching and listening; asking 
questions and becoming involved in pedagogical conversations. I worked hard to 
demonstrate the value of the growth mindset. When I introduced the growth mindset 
at a staff meeting at the beginning of term, I shared my personal experience of how 
easily a fixed mindset had 
gained traction in my mind, 
and the effect this had had on 
me for a significant period. 
Importantly, I was able to 
show how I thought through 
my situation and could see an 
alignment with our 
pedagogical framework and 
the growth mindset, and, with this in mind, how much easier it was to bounce back. I 
tried to convey my belief that the growth mindset could make each teacher’s job 
easier, and how it was simply an extension to the school improvement agenda work 
undertaken so far. 
My inquiries into staff 
acceptance and willingness to 
understand the concept, and to 
make use of this knowledge 
with the students showed that 
this leadership approach had 
exceeded expectations. 
 
Written: 9 November 2014 
Annotated: 18 March 2015 
 
A personal fixed mindset experience 
 
Written: 9 November 2014 
Annotated: 18 March 2015 
The power of yet 
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Interviews with the four teachers, my own observations of teachers in action, and 
informal conversations with staff made it clear that a majority of teachers had taken 
the time to learn about it, and were using it in one form or another as they saw fit. It 
was evident that many students had been taught the concept. Students would add yet 
to the end of a sentence to show they recognised that they could not do something yet 
but would be able to as long as they worked at it. It was evident that teachers and 
students were not giving up on something as too hard. Students had shared this 






This was generative for me as I spent the rest of the term working with the 
school’s leadership team to develop plans to use this process of teacher professional 
learning for the future, and to cement this element of my conceptual narrative into 
the school’s improvement agenda. Whereas I had assumed the need to persuade staff 
to use the growth mindset in order to reflect on their pedagogical practice and to hold 
themselves accountable for their own improvement, it was now apparent from my 
observations, formal interviews with teachers and informal conversations with 
teachers and students that this was happening. Whilst planning the process of teacher 
professional learning was only a small shift from arguing the growth mindset cause 
to cheering on its worth, I now focused on encouraging staff to continue on this path 
of self-improvement. I collated the staff’s expressed views of what worked, and what 
didn’t, into a summary for the leadership team, to serve as our 2015 process of staff 
development, offering greater autonomy in the formation of groups according to 
areas of self-identified need, and in doing so aimed to engender motivation through 
trust and agency to all (Priestley, 2011). As Sahlberg (2010) states, “the presence of 
And feedback. Kids are now seeking feedback without 
prompting. I used to tell the kids they could earn more 
marks by conferencing with me. It used to be only the 
ones who didn’t really need to who were seeking 
feedback. Now all the kids are taking advantage of 
this. And their work has improved. 
 
Deanne, 19 November 2014 
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trust does not guarantee improved educational performance, but its absence signals 
failure” (p. 53). It reinforced to me a leadership principle I had recognised but now 
understood more fully, that trust is vital to professional growth. 
Additionally, and very importantly, I stopped talking about change. Talk of 
change makes it sound like it is something more, something new, and something that 
Clement (Blackmore, 2011; Frost, 2006; Vähäsantanen, 2015) argued had a negative 
impact when “forced on teachers” (p. 41). Instead I talked about adaptation, 
modification and adjustments to what I had come to understand, through this study, 
what Brownlee, Stacey & Thorpe (2014) identified as personal epistemology. I made 
sure everything was built upon ideas and actions that had been established in what I 
anticipated would become our conceptual narrative.  
As I reflected toward the end of term, and after interviewing four teachers, I 
can see how the conceptual narrative, and the growth mindset concept had given 
teachers a language to use with students to encourage them to persevere and to love 
the challenge, as my conceptual narrative suggested. This language was a way of 
recognising when teachers or students were struggling, but to not see that as an 
indication that they were not clever, but rather as proof that they were working at 
getting better, at learning, at overcoming difficulties. The growth mindset language 
was a way to celebrate the effort to be successful. 
On reflection I have realized that my leadership of teacher professional 
improvement was successful because I had structured the process so that the actions 
of individuals led to the collective identity of the groups that Somers (1994) had 
described, supporting our developing narrative of internal accountability. It was 
evident that no one wanted to let down their group members and that trust had 
developed, as was demonstrated when solutions to problems came, and were enacted, 
from within. This was the key to realizing the conceptual narrative of internal 
accountability. 
 
 
 
 
